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ABSTRACT 


The purpose of the study was to describe and analyze the application 
of a systematic approach to the preparation of secondary music pre-service 
teachers. Specifically, the objectives for the study included: (1) 
devising a number of operational behaviors suitable for secondary music 
classes, (2) developing an observation instrument with which to assess the 
subjects’ use of the behaviors, (3) devising an experimental situation in 
which to analyze the effects of modelling and feedback utilized in the 
treatment, (4) investigating the experimental subjects' thoughts concerning 
the treatment, and (5) comparing the behaviors used in the microteaching 


mini-lessons to those used in the Melab (Music Education Laboratory). 


The last three objectives addressed the primary purpose of the study 
which was to investigate the effects of modelling and feedback on the 
acquisition of the defined teaching behaviors, while the first two 
objectives addressed the secondary purpose which was to investigate the 


‘direct instruction’ behaviors in secondary music classes. 


The quasi-experimental study employed both a pre-post test design 
and a descriptive section. A sample of 15 pre-service teachers; two 
experimental groups; and one control group were observed in a music 
laboratory situation for three hours prior to and after a treatment 
procedure. The results obtained from the Quest Observation Instrument 
yielded quantitative information concerning the mean score of thirty-one 
teaching behaviors, the time spent on classroom events i.e., drill, 
instructional activities, and classroom management, and the frequency of 
Subjects' process and product questions. The quantitative information 
was gathered in three different music contexts: full rehearsals, 
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Sectionals and general music classes. The data results produced 
information regarding the effectiveness of the behaviors, their subsequent 
effect on the classroom events, and the appropriateness of the behaviors 
in different music contexts. All results were discussed in terms of 


academic engagement times. 


The descriptive (qualitative) section of the study included a 
Stimulated recall analysis of the experimental subjects' thoughts regarding 
the treatment process. The treatment consisted of modelled presentations 
On the thirty-one criterion behaviors and, in addition, the two experi- 
mental groups received microteaching practise on two mini-lessons with 
either supervisor written or verbal feedback. The information received 
from the interviews was concerned with behavior change and planning 
processes. In addition, thirteen behaviors (i.e., teaching style and 
interaction) common to both the pre-service group and a sample of sixty 
in-service teachers were compared. Taken together, the qualitative and 
quantitative data plus the comparison to the in-service teachers, provided 
a comprehensive picture of the effects of microteaching, modelling and 


feedback for the training of pre-service teachers. 


Results obtained from the quantitative analysis gave evidence of 
the following: (1) all groups increased the time spent on drill and 
decreased the time on classroom management, (2) in addition to (1) above, 
the group receiving verbal comments increased the time spent on 
instructional activities which resulted in an increase of 13% in academic 
engagement time, (3) the control group scores which were due to the 
modelling effects, increased only drill time and decreased classroom 


management time, (4) all groups changed from process to product questions 
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in the post-test, (5) all groups found direct instruction more beneficial 
for large group instruction (i.e., full rehearsal and general music) 


than for small groups (7.e., sectionals). 


Results obtained from the qualitative analysis gave evidence for 
the following information regarding planning processes and behavior 
changes: (1) when the supervisor could aid in facilitating the subjects ' 
information processing, (i.e., help the subjects in planning) the 
observed behaviors demonstrated in the Melab teachings and the intended 
behavior disclosed in the microteaching mini-lessons were congruous 
(i.e., what was planned, therefore, was then actually taught in the 
classroom), (2) the intended and observed behaviors which were not 
cOngruous with the subjects' receiving written feedback seemed to be due 
to inadequacies in planning, (3) verbal feedback was especially valuable 
in aiding students to plan content structure and sequencing, and 
assessing students' needs, however, few changes occurred in planning 
class interactions, (4) all subjects alluded to the benefits of viewing 
modelled presentations of the behaviors, (5) feedback was only effective 
if subjects attended to the significant cues presented in the modelled 
episodes, however, (6) teaching style and interaction behaviors can be 
achieved through pre-service training since the group receiving verbal 
comments received the same or significantly higher ratings in these 


behaviors when compared to the in-service teachers. 


This study has demonstrated a significant relationship between 
covert mental processes and observable behaviors and their impact on 
instruction. Both overt and the relevant covert thought processes must 
be consciously mastered in pre-service education if effective teaching 


is to occur. 
vi 
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CHAPTER I 
THE PROBLEM 


Introduction 


Most people who enter the music education profession probably 
want to be good teachers. But perhaps the most difficult barrier to 
achieving this goal is the attainment of the skills necessary to teach 
effectively. In order to become a good music teacher, one must learn 
the skills necessary to elicit desired responses in children. Yarborough 
and Madsen (1976) have advocated that these skills are both musical and 
instructional. Brown (1975) gives the following rationale for mastering 


general teaching skills: 


Teaching, it is said, is an art and by implication, it can not 
be taught. Flying jumbo jets or performing heart transplants 
are also arts which bring together a wide range of skills. Yet 
no flying school or medical faculty expects its trainees to 
perform high level feats without first mastering the basic 
skills. Teaching does have a wide repertoire ... of skills .... 
In teacher education there is a temptation to sprinkle 
amorphisms of teaching in lectures and to rely heavily upon the 
classroom as the only training ground. A similar approach in 
‘cae or medicine would lead to highly publicized disasters. 
G4). 


Microteaching in simulated teaching situations has become a widely 
used technique in teacher skill training. By providing student teachers 
with a safe, controlled environment in which to practise behaviors, this 
technique prepares them to face 'real' situations with greater ability and 
confidence. In this scaled-down teaching encounter, a pre-service teacher 
focusses on specific behaviors while teaching a small group of pupils (5-10) 
Or peers acting as pupils for a short period of time (10-20 minutes). He 
receives immediate feedback regarding his performance and then reteaches 


the lesson. 
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Several researchers, notably Brand (1977), Moore (1976), Yarborough 
and Madsen (1976) and Holt (1974) have found microteaching effective for 
Providing training in music teaching behaviors. However, the elements 
encompassed in microteaching, notably modelling and feedback, are in need 


of further investigation. 


Teaching research in the past twenty years has concentrated on 
teacher behaviors, instructional techniques, social climate of classrooms, 
Objectives and curriculum as criteria for teaching effectiveness. How- 
ever, although this research has been ample, much of it is dubious in 
methodology and its results often contradictory. Related to this issue, 


Dunkin and Biddle (1974) raise the question: 


Where is the knowledge that should constitute the core of 
teacher training? Where is the empirically based information 
that represents the science of teaching? (p. 11) 


More recently Anderson and Brophy (1976), Evertson and Brophy 
(1976), and Good and Brophy (1973) have identified certain teaching 
behaviors as being important to teaching and learning outcomes. These 
findings have led to the formulation of several teaching models. One of 
importance is Rosenshine's (1976) ‘direct instruction’ model in which 
the behaviors are clustered around the teacher organizing and implement- 
ing instructional activities and outcomes. Although a number of studies 
have supported this model for elementary mathematics and reading 
Classes (Gage, 1975b; Nuthall and Snook, 1973; Anderson and Brophy, 1976) 
further research in the area of appropriate context, content and grade 
is needed. Therefore, the present study will investigate the effects of 


direct instruction in secondary music classes. 
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Statement of the Problem 


Teacher education, both at the pre-service and the in-service 
level, should adopt as primary goals the development of the 
competencies needed to create and maintain the learning 
environment, to engage pupils in learning-related activities, 
and to implement the kind of instruction that research in- 
eae is provided by effective teachers. (Rosenshine, 1979; 
ee 2m 


Within this context, the main purposes of the study are to: 


1. Investigate the effects of microteaching as a training 
device for undergraduate music education students. 

2. Investigate the effects of direct instruction behaviors 
used by pre-service teachers in different secondary music 
classes. 

3. Investigate the effects of feedback modes used in micro- 
teaching for training pre-service teachers in music 
instructional behaviors. 

4. Investigate the effects of modelling used in microteaching 
for training pre-service teachers in music instructional 
behaviors. 

5. Investigate the impact of the feedback modes on the 
thoughts of the pre-service teachers engaged in lesson 
planning. 

Related to the above purposes, five research questions were asked 


in the present study: 


1. How did the experimental teachers differ from the contro] 
teachers in their use of the criterion behaviors and what 


were the effects of such differences on the classroom? 
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To investigate the effects of microteaching, which consists of 
modelling and feedback, the experimental groups who were exposed to the 
modelling procedures and feedback modes were compared to the control 


group that was exposed only to modelling procedures. 


2. What were the effects of the use of the criterion behaviors 
in different junior high music classrooms? 

To investigate both the effectiveness of the behaviors and their 
effect on the various music classes two comparisons were calculated. The 
first comparison (i.e., effectiveness of behaviors) was discussed in 
terms of academic engaged times for (1) the experimental and control 
groups, and (2) the different music contexts (i.e., sectionals, full- 
rehearsal and general music). The second comparison (effects of the 
behaviors) was discussed in terms of the time allotted to the class 


events (drill, activities, class management for each group. 


3. What effect did the feedback modes have on the behavior 
means exhibited by the two experimental groups? 
To investigate the types of feedback used in microteaching the 
two experimental groups who were assigned to either the supervisor's 


verbal (Group A) or written comments (Group B) were compared. 


4. Do the behavior means of the in-service teaching behaviors 
differ significantly from those of the pre-service teachers? 

To investigate the effects of the treatment on teaching style and 
interaction behaviors (numbers 19-31), the means common to both the in- 
Service Center of Research for Teaching (CRT) and pre-service teachers 
were compared. In order to investigate the effects of the treatment (i.e., 
modelling) the common behavior mean differences between the in-service 


pre-test and the pre-service post-test were compared. Another comparison 
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between the in-service and pre-service pre-test behaviors demonstrated any 


group differences. 


5. How did each type of feedback affect each subject? 
To investigate the effects of feedback on each subject's teaching 
performance, the thoughts of the experimental subjects regarding lesson 


planning and behavior changes were explored. 


Outline of the Study 


The present study employs a quasi-experimental pre-post test 
design and a descriptive section. Two experimental groups and one con- 
trol group were investigated in music classrooms uSing a pre-post treat- 
ment intervention method. Independent coders (trained observers) used 
an observation instrument which comprised, among other things, thirty- 
one behaviors. The pre- and post-test observation results were recorded, 
analyzed and compared. The descriptive (qualitative) section of the 
Study includes a stimulated recall analysis of the experimental subjects’ 


thoughts which were concerned with behavior change and planning processes. 


Data in the study came from. two sources: one from the observation 
of teacher behavior in music classrooms, the other from the stimulated 
recall interviews. The first source of experimental data recorded 
teacher behaviors in three different contexts: sectionals, full-rehearsals 
and general music. These results produced quantitative data which were 
Subjected to statistical analysis in an effort to understand the effects 
of modelling and feedback in the treatment. A pre-post test design was 
employed for all groups to investigate the basic treatment of modelling. 
Further tests of significance were utilized with the two experimental 
and control groups to investigate the feedback modes. The two experi- 


mental groups in addition to receiving the modelling treatment also 
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received either supervisor written or oral feedback during the micro- 
teaching of a music mini-lesson. In addition the experimental subjects' 
thoughts and comments concerning the entire treatment procedure were 
recorded and analyzed and resulted in data concerning behavior change 
and planning processes. Taken together, the two types of data yield a 
comprehensive understanding of the effects of microteaching, modelling 


and feedback in training for pre-service teaching behaviors. 


Need for the Study 


There are two main areas of investigation in the present study. 
The primary area is concerned with the effects of modelling and feed- 
back on the acquisition of teaching skills. The secondary area is con- 
cerned with the effectiveness of ‘direct instruction’ behaviors for 


teaching secondary music classes. 


In the present study, the technique of microteaching was employed 
in order to investigate modelling and feedback. The main components of 
microteaching are described below. Borg et al. (1970) describes micro- 
teaching as a three step process: (1) the learner observes a model 
teaching episode in which particular skills are demonstrated, (2) he 
attempts to shape his own behavior on that of the model, and (3) he 
receives feedback on his performance. The model is extremely important 
in Borg's definition and the present study addresses the need to 
further investigate its components. There is ample evidence suggesting 
that the way the model is presented, the conditions for viewing, and 
how the learning of a modelled event occurs is important. Bandura (1974) 
defines modelled learning as a process of transforming a modelled event 
into imaginal and memory codes. However, the conditions for presenting 


the modelled episode are in further need of investigation. Evidence is 
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also available suggesting that not only modelling but also feedback have 
important effects on the learning of skills (behaviors) and the present 
Study will explore both of these techniques as methods for providing 


training in undergraduate teaching skills. 


The secondary purpose of the study was to investigate the appro- 
priateness of ‘direct instruction’ behaviors for teaching secondary music 
classes. To investigate the appropriateness of these behaviors, it is 
necessary to determine the proportion of academically engaged minutes in 
the lessons taught. Rosenshine (1979) states, "student attention or 
engagement is obviously necessary for learning," (p. 33) therefore, 
the higher the proportion of academically engaged time in a classroom 
the greater the possibility for achievement gains by the students. In 
order to investigate the effectiveness of the behaviors, it was deemed 
necessary to collect student engagement times in the classroom as well 
as the time spent on class events (e.g., drill, classroom management, 
etc.). In the present study, the main vehicle for investigating (the 
effectiveness of) direct instruction behaviors is the proportion of 
Student engagement time and the ane spent on class events in instru- 
mental full-rehearsal and sectional classes. In addition, a small 
sampling of data results is presented and discussed for general music 


classes. 


In addition the secondary need for the study concentrates on 
investigating student teachers' thought processes when planning for 
direct instruction. During the past five years, there has been emphasis 
On the ways in which teachers’ process instructional information. 
Although there have been a number of areas under investigation in 


teachers' thinking, the present study will focus on teacher planning. 
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Taylor (1970) concluded that planning should include content to be 
taught and the accompanying important contextual considerations (time, 
sequencing and resources). Other researchers such as Zahorik (1975) 
found that teachers should plan by making decisions about activities, 
while Morine (1975b) found that decisions involving class interaction 
are important in lesson planning. Since Morine found that 96% of a 
teacher's thoughts are concerned with planning, it is important to 
investigate the area of lesson planning in the training of education 


undergraduates. 


In conclusion, if how teachers behave in the classroom is directed 


by what they think, it is important to investigate their behaviors and 


thoughts and their subsequent effects on classroom events. 


Definition of Terms 


1. Classroom events in the present study are a result of class 
descriptions of those occurrences in music classrooms including 
drill, instructional activities, classroom management, and inter- 


actions. 


2. Context variables for the present study consist of three teaching 
settings: (1) sectional - teaching a particular division of an 
instrumental group (i.e. violins, woodwinds, brass); (2) full- 
rehearsal - teaching the entire instrumental group ji.e., band or 
orchestra; and (3) general music - teaching aspects of music other 


than performance. 


3. Criterion behaviors encompass all the behaviors used in the 
present study including those dealing with direct instruction, 


teaching style and interaction. 


beyver7rb 2) mmavecal> ad? «) avated rystzkss wil 3? . nolagse 
\ 


= : ANP 

byt 

fd OF thgings obulaat. binorts) petinaticrmhs, bebuts 
sont} wolterabicace |eudnernoh, dnememal yniynpqacors @ 

(@¥Ol): AProilss ee uigue cvets¥ganey lt’ (eoxvmorer | 


estiivigon tugde snctstosh pram eh nny, Rluode trend 
elvoatsiet eteid aetuloval anoteraeh dete tuuo? (de0er) 
& MM 208 Sant Sod onteutl sonts antaneta nore wt 
a Inegrogn 2 a7. 9 Ot nei gshw Geniesnos ov etiput 


hotvespis Yo or hate alt oh prpadsin, fiparal 7a Revs ot 


} 


ONS S1¢tyedse Wisi! oisotyaavAl Of Jagisogih Bi. ai ,anlds 
/edwavs maovezefadm eo9stts Seyreadum + 2g 


1] iis 


oral ty: np) Siig 140 


P2al> ‘Td. Sives? o 446 ate Naagr eae at asaeve. Ma 
Onraylaet enigote ain staupent sshordunbis; enony 18 sna 


weg! She \Jhbinépehen Aino aa et yveetiivedos fsreitouys2ng | 


a 
+ oe 


JTiNgges sed JO salen ebug 2 Isasnn om) sor opie = 
hh Fo noted watyotse vartttades - fardisome 61) seqebaiinas 
«ffyt (5) closed « Hinton eenrichy .o,?) ‘qiow Totnemnadat®, 
ore brea , “Pel Quam). "pcinamiTel? oriips. odd on rvinesd - Fnewaeston, 


weday sition io stages unciaees, ~ nga fevensp (G) bas odaatae 
4 CV MD 


: someratieg ate ens a 


ent wi bo2b 276tvetad amt. ifs B2eqmows 21GhvEnEd maa: eo 7 
=. 


sal saydan? s207he iw on lisa Beans griboton) ybuse tisegN. 
Net oteTi bow atid, wrnnts 


= ; ~, 


oe 


oe 


Direct instruction is instruction that is academically focussed, 
teacher directed, and uses sequential material. The direct 
instruction behaviors (numbers 1-18) which center around efficient 
classroom management skills, emphasis on task, and seatwork have 
been found effective in producing achievement gains. However, 
academically engaged minutes were used in place of achievement 
gains for the present study. In addition, the teacher's use of 
direct instructional behaviors resulted in classroom events which 


included drill, instructional activities and classroom management. 


Engagement time is the time a student is attending to instruction 
in a particular content area. This is considered an important 


variable which influences student achievement. 


Feedback is the information a student teacher receives after his 

attempt to imitate modelled patterns of teaching in a music class. 
Feedback was given only during the microteaching experience. The 
student teachers in the pilot study received one of three feedback 


modes and those in the final study received one of two modes. 


Feedback modes consisted of three modes for the pilot study and 
two for the final study. For the pilot, the use of feedback 
included peers (comments on each other's teaching performance), 
forms (see Appendix C), and supervisors' verbal comments. For the 
final study, supervisors' verbal or written comments only were 


used. 


High inference behaviors are teaching behaviors which do not 
involve student-teacher interaction (e.g., the teacher gains atten- 


tion before starting the lesson). The behaviors (numbers 1-31) 
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are coded in the classroom observation system (see Quest 


Observation System, Appendix F) on the Likert-scale (1-5). 


Instrumental instructional behaviors are all behaviors which 

Occur systematically during an instrumental music lesson and are 
related to instruction (i.e., direct instruction), interaction and 
teaching style. Such systematic instruction takes place in 

three stages: getting the students' attention at the beginning 

of the class, maintaining the students' interest through inter- 
action and activities, effectively ending the class. In addition, 


general teaching style and interaction behaviors were also used. 


Interactions are those teaching behaviors which are involved in 
verbal instructional activity with children in the classroom. The 
interactions which included questioning, praise and criticism 

were recorded on the Observation Instrument in two places: the T.M.0. 
(Three Minute Observation) form and the High Inference Coding Sheet 


(behavior numbers 27-31), see Appendix F. 


Interval means are the group behavioral mean scores which have 
been obtained from individual data using a Likert-like scale on 


the Quest Observation instrument. 


Learning is a "relatively permanent change in behavior or 
behavioral potentiality that results from experience and cannot 
be attributed to temporary states induced by illness, fatigue 


Gredruds 2) (Connerss: 19783. pa. 10). 


Low inference behaviors are those found in the Instrumental 
Instructional Behaviors (Appendix E) which involve interactions 


between a teacher and a single child. These behaviors are 
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recorded on the T.M.0. Schedule and on the Likert scales of 
the last five behaviors of the Quest Observation System 
(Appendix F). Examples of these behaviors are: (1) teacher 
initiated interactive questions, (2) pupil selection, (3) 
Students' correct or incorrect responses, and (4) praise or 


criticism by the teacher. 


Manhattanville (MMCP) is an approach to teaching general music 
in grades one through twelve based on a spiral curriculum 
inter-relationship of musical composition concepts i.e. pitch, 


form, rhythm, timbre and dynamics. MMCP activities include 


composing, listening, playing and analyzing which are developed 


by using aural, dextrous and translative skills. The teaching 


process is illustrated in sample strategies which are presented 


in sixteen spirals which develop musical learning through skill 


acquisition. MMCP is founded on the principles of Piaget and 


Bruner. The main focus is on discovery learning which involves 


inductive, deductive and intuitive reasoning. 


Manhattanville Model is a training program which was used in 
the pilot study for student teachers in music which combines 
the theory of the Manhattanville project with the advocated 
Skills. 


Microteaching is a procedure for practising instruction 
techniques in which the normal complexities of the classroom 
are reduced and the student teacher receives much feedback on 
his performance. The class size is normally four to eight 
Students and the number of behaviors (skills) taught varies. 


Microteaching as part of the treatment in the present study 


vy - a & P ee a ar) Soe erm = ae ears 
ait. - 7 - - ) hy! a ; oe am) 7S 
ae 1 Fi - on v. 7 a > _ a : ’ a1) - 


<4) gefoe dyattd ant We big tne lott Bay pies 


inateve notrerrsedd, fe80. ait Yo, exoreaees mated 
yarisésd (0%) 5595 Aolvnntad ‘gusily V6 zal ciiss’t co! 
he} qattosvee 1quq: (3) candis2aun svrgQeran | 
iG SArGny |p GBC senateet sogitdont xo soaps 


yarn \ B07; © G 


Paty her stgn ani AA cath ne e014 igh is >t (oot) efit 


milan (Seyi. AG bead aylawy sionals ag 
visttq <9.) atnecios 01 th 20g rRGO. (! Teot due *1 ahtayphamtt 


dtatvidss WOM aatagwe bos: abate Cg 


5 gees 
ia 


bagalhooh ors roti pot ty lene Gye Giiverh .patwererl ig 


onituse® eat .ci live swtsakepag ans 200% 2b Bas GRE 
; i ’ x [ 
atricen a16 fAofdw estysdatse a TiN 2 ah hosed ey iT 2 
54 
‘file Asoo onfimes! Tesheun golevel altai-el arte " 


— - 


‘bag: fapelt Yo. 2ohdiontyy Sit aoebebaunt et. YOM or hupoe 
sm ‘ 7 , _ = 

@ ’ . an ub 

oon foieat ticle, ap Lan apt <qisvigetl, NO: 27 7euDoT aia ein 


-pringeas gyri retat- One, eutsouwab.’ vel 


«be 
* sf Dazu 26H hareiw mats Aba Se! lok Pils 2 Lm 55 mah nf ne 
Zant ely iow ate nf aaailoet anphus > vot whose rat ot 

: _ "= |, ‘pesonoybn add Win gobo oft rvdeasiernam Sad UG 

enn: ae 7 a ba cA,” wig . 

} - - — 7 | ae 

1. _ os 7 

_ — Roch ail ent c 


lowe . 
: * sl) ais ts ssi ie 


bapiies Oy “ot ‘etal 
7 
tev. INpoes (=a Az) 2:40 se nat sh rman mary 


oa. 
Heo SAT ot attain pen 


ive 


ie. 


Ue 


20. 


re 


was practised by the experimental subjects following behavior 


lectures and modelled demonstrations. 


Modelling is the process of transforming a modelled event into 
One's teaching behavior. In microteaching three stages are 
employed: first, the learner observes a model teaching episode 
which demonstrates particular teaching skills; second, the 
learner attempts to shape his behavior on that of the model; 
and third, the learner receives feedback on his performance. 
The experimental groups were subjected to all three stages, 


while the control group only participated in the first two. 


Music behaviors include: conducting, knowledge of instruments 
and other such purely musical attainments which facilitate 


Student learning in instrumental class situations. 


Planning is the way in which a teacher prepares a lesson which 


systematically includes selecting a topic, stating an objective, 


considering steps or procedures to be followed and preparing 
instructional materials. For.the present study, the teaching 
behaviors were developed to aid in arranging the classroom for 


instruction using the above components. 


Stimulated recall is an introspective methodology using audio 


and/or visual cues to assist a subject to recall what he thought 


during his teaching of a lesson. Stimulated recall in the 


present study was conducted with the experimental subjects after 


Supervisor feedback was administered. 


Teaching skills are a cluster of behaviors related to teaching a 


music lesson and were recorded on a Likert scale by trained 
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observers. The skills which were used in the pilot study, were 
Organized into three clusters based on their occurrence in 

the introduction, the body or the closure of the lesson and 
were sequenced. These skills included interaction and 

teaching style behaviors. The skills were demonstrated by the 
pre-service teachers and were then rated as to their effective- 


ness of implementation. 
Limitations 
The major limitations of the present study are: 


The pre-service teachers involved represented a selected sample. 


No random sampling techniques were used in the study. 
Classroom observations were of a relatively short time period. 


While essentially a naturalistic study in character, certain 
observer obtrusive effects may have distorted the behaviors 


observed. 


The final study is limited to those fifteen student teachers 
enrolled in the 1978-79 secondary music curriculum and 


instruction course at the University of Alberta. 


Delimitations 


The study is limited to teacher effectiveness as measured in 


academically engaged minutes rather than student achievement. 
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CHAPTER II 
REVIEW OF LITERATURE 


Overview 


The following review of literature presents the research upon 
which this study is based. It is divided into three sections. The 
first section, in order to investigate the secondary purpose of direct 
instructional effects, explores the following topics: teacher effective- 
ness, direct instruction, training methods of pre-service teachers and 
teachers' thinking. The second section, in order to investigate the 
primary purpose of the training effects of microteaching, explores the 
following learning concepts: psychological principles applicable to the 
classroom, modelling and feedback, and the methodologies of sequencing 
instruction. Since instructional processes and learning concepts are 
highly dependent on teacher planning, the third section of the study 
addresses itself to planning theories. Each section concludes with a 


Summary. 


Instructional Processes 


Introduction 


Until the last decade, an analytical-experimental methodology had 
been the dominant paradigm in education research. Increasingly, this 
paradigm has been called into question as alternate research paradigms 
have emerged. Concern for the teacher's thought processes is a unique 
characteristic of many of the newer research models. Smith (1978b) states 


that "the dominant paradigm (experimental [analytical], quantitative, 


14. 


r 


nag Hoveszay att stissonG surEnShh Yo wnt entwatteieg 


f 


edt .2nottser sere? ots Hehehe at 2b haeed. 2! vue” ea 


sooth te Geonmg eiebucose, 6m osaplsyzevet) of Tho At ee 


A . 
wi }oetts wrisss :roteu poteebiohk ga auretans, , 2ira? ts 
bas sredsees aniwise-aviy to abigrisieen oniithes afotanerd2nl 
ot ategttesvi?’ cs. vetvo AP Aeiaser sinoige am coating 
oh m ' st Bo 
aid Beno tae uni mosiorort Te TBS Gothieryh oo? TO 8 
oi? of aidwatiqns zolGroninn foatooeayexred) :etqeanes ehengeg 
pntanepede Yo 2élyorobotten oft ban: .4atdpgt> ots ont (om oie 
ie 
. _ 
ane eldesiay errand: ONS saztagoysy {mwitaortant sont? .. Ono 
NG 
gay te ot Yo adlfoae Owing soit contannig "“Spj@e8!r ro. g i. 
i » Sage 
7 a? = = 
6 ditw cobalsnon tetdog? dons hades witli @ 1isadt at 
4 
sasedven? Ipnpit pitas 
or. ’ <2 = ; 
: | tub 
, — “4 
iene ae Je a 
aie Searaibannettentae nb. nb » hie teal silt rial : 
. a ~ a on 


: fora Bee i ial mg hieEG nie , 


peng are ‘eal aK ‘havin 
tisdhtmer tebe sip), had man AO QKE agate oan tle 


T 5: 


positivistic, and behavioral) has been too restrictive to cope with 
ideas, problems and interests of what is called education and of people 
who call themselves educators." (p. 366). He suggests that ethno- 
graphic methodologies which incorporate teachers' reflecting on their 
own classroom cognitive processes would result in superior research 
findings. He also recommends sophisticated analysis of dimensions 

of classroom climates (i.e., observational techniques which record actual 
classroom behavior as it takes place). This technique is referred to as 


the classroom observation investigation method in this study. 


During the last thirty years, the views of Bloom (1956), Guilford 
(1971) and Taba (1964) regarding classroom processes have dominated 
educational literature. Even though their theories have differed they 
have all done important instructional research, as well as being 
advocates for systematic classroom observation. In addition, Dunkin 
and Biddle (1974) by relating process variables to achievement outcomes, 


have concluded the following characteristics of classroom research: 


1. The categories of (instructional) behaviors suggested can 
be recognized in classroom processes with reasonable 
degrees of reliability, albeit with a few problems in their 
application. 


2. The classroom studies have tended to emphasize lower level 
cognitive process.... 


3. Teachers can be taught to raise the level of cognitive 
Operations in the classroom, although this conclusion has 


not been researched with respect to Guilford's categories. 
(p. 270) 


The usefulness of systematic classroom observation depends on 
how the information is collected and the stance taken by the 
observer. Powdermaker (1966), who is quoted by Smith (1978b) alludes 


to the difficulties of any observation method: 
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To understand a strange society, the anthropologist has immersed 
himself in it, learning, as far as possible, to think, see and 
feel, and sometimes act as a member of its culture and at the 
Same time as a trained anthropologist of another culture. This 
is the heart of the participant observation method -- involve- 
ment and detachment. Its practise is both an art and a science. 
Involvement is necessary to understand the psychological 
realities of a culture, that is its meaning for the indigenous 
members. Detachment is necessary to construct the abstract 
reality: a network of social relations including the rules and 
how they function -- not necessarily real to the people studied. 


ORES, 


The classroom observation method as advocated by Dunkin and Biddle 
(1974) and Stallings (1977) involves systematic observation of teaching 
in the classroom using instruments for measuring events and interaction 
behaviors. The reliability of this procedure is established by observing 
and measuring thousands of classrooms. They suggest that research in 
many types of classroom is needed before significant conclusions can be 
drawn. The present study uses a systematic observation technique in 


music classrooms as an instrument for recording events and interactions. 


Research on Teacher Effectiveness 


iheacher ef nectiveness” research has resulted in a gradual evolution 
in researchers' conceptions of what constitutes effective teaching. 
Effectiveness was at one time perceived in relation to specific 
personality traits in the teacher and research sought to identify 
these. Later, teacher effectiveness was viewed in terms of the methods 
used by the teacher and research focussed on these. Still later, 
effectiveness was viewed as being dependent on teaching styles (e.g., in- 
direct) as reflected in permanent teaching patterns. Most recently, 
mastery of a set of competencies has been used to characterize 
effective teaching and an emphasis has been placed on the teacher's 


ability to employ these. 
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Early research such as that of Barr and associates (1930) 
focussed on teacher personality traits and characteristics. Since 
objective instruments for measuring such did not exist, the analytical 
process consisted largely of examining descriptions of teachers made 
by pupils and/or other 'judges.' Scales or lists of these traits were 
then used to 'rate' teachers' instructional effectiveness. The weak- 
nesses of this methodology stemmed from the fact that the character- 
istics listed were only those perceived to be effective; no empirical 
evidence was ever submitted to demonstrate that teachers who possessed 
these characteristics were in fact more effective than teachers who did 
not possess them. The most that these lists described was a teacher 
who looked effective, and the large amount of research in instructional 
effectiveness based on this type of methodology is therefore of question- 


able value. 


Beginning in the 1950's, what is called the ‘methods experiment' 
became the prominent research paradigm. Typical of this research were 
experiments in which two or more classes were taught by different 
methods. Analysis consisted of comparing the mean gains in knowledge 
of the classes so taught. The higher the mean gains, the more effective 
the instructional strategy was deemed to be. Were such an approach 
effective, pre-service teachers could become effective instructors by 
learning the best 'method.' However, the results of the methods experi- 
ment were often inconclusive and contradictory and its main weaknesses 
lay in the use of the pupil rather than the teacher (or the joint 


relationship) as the unit of analysis. 


Because of the flaws inherent in the two methodologies, serious 


researchers began to focus on both teacher behavior and pupil learning. 
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This type of research, which was common after 1960 became known as 
‘process-product research,' and its methodology involved the random 
observation of teacher classroom behavior to identify those behaviors 
that are stable from one observation to the next and related to 


educational outcomes. 


The development and dissemination by Flanders (1960) and others 


of ‘interaction analysis,’ as well as Gage's work (1963) have led to a 
proliferation of process-product research studies. Rosenthal and 
Jacobsen (1968) demonstrated that certain specific aspects of teaching 
style or behavior expectations result in higher pupil achievement. 
Rosenshine (1976) through a review of pertinent research delineated 


a number of effective teaching behaviors. These behaviors will be dis- 


cussed later in this section. 


The last area to be discussed is competency or performance based 
teacher education. This competency based model for teacher education 
implies that effective teachers have an extremely large repertoire of 
Skills which contribute to effective teaching. Although process- 
product research identified stylistic teaching behaviors (e.g., clarity 
of expression), competency based instruction identified behaviors in 
specific situations (e.g., the ability to ask higher order questions). 
In the competency based model, effective instruction is identified by 
the command of a large repertoire of behaviors (i.e., skills, abilities, 
cognitive knowledge, etc.). Competency based research focusses on 
this repertoire, and the present methodology of such research usually 
includes systematic classroom observation, the identification of the 
teacher's intent or purpose, and measurement of pupil learning. The 


present study uses a similar competency methodology to identify specific 
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pre-service teaching behaviors as measured using a systematic observa- 
tion system called 'Quest' (see Appendix F), while the intents or 
purposes of the teacher are explored by the use of stimulated recall 
interviews. In the present study, however, measurement will be based 


On academically engaged minutes rather than pupil achievement scores. 


The preceding brief historical discussion of teacher effectiveness 
research methodology demonstrates why research, although copious, has 
had such a minimal impact on teacher education. Many of the research 
findings have been contradictory, largely due to the methodology or 


theoretical base employed. 


Process-product research does, at present, produce reliable data 
concerning effective teaching. When the observers of teacher behaviors 
are adequately trained to recognize specific behaviors, analyses of 
observation have generally yielded stable behavioral differences between 


effective and ineffective teachers. 


In attempting to define effective teaching behaviors, Medley 
(1979) examined 289 studies and selected as valid only those that 
combined systematic observation Bere with measurement of teacher 
effectiveness in terms of student gains over several months. He con- 
cluded that teachers who are observed and produce beneficial change 
in pupils deserve to be called effective and the longer the period of 
observation time the more likely the change was found to be permanent. 
He also concluded that in order to be useful, observation systems 
(and observers) must produce a record of what is observed on which to 


base their evaluation of the behavior. 
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Process-product research in the past focussed on teacher 
effectiveness, methods, strategies, and behaviors. Now the trend has 
been to identify specific parts, sequences, and behaviors in the 
teaching act as process variables (e.g., questioning, soliciting). More 
recently, with the researches of Medley, Flanders, Rosenshine and 
others, the historic research models encompassing general teaching 
methods (e.g., discovery method) and styles (e.g., authoritarian) have 
been replaced by student and teacher behavioral models. Thus, the 
most recent process-product research relies on sophisticated analysis 
of teacher and student behavior in the classroom (i.e., process and con- 
textual variables) in order to correlate teaching behaviors with 
student achievement. The research of Nuthall and Snook (1973), Dunkin 
(1973) and Rosenshine (1976) give evidence that this type of class- 


room research is useful in determining teaching effectiveness. 


As mentioned previously, in a major review by Rosenshine and 
Furst (1971), eleven 'promising' process variables were identified 


as effective. Table l, following, lists these variables. 


Direct Instruction 


Direct instruction is the name given to the 'model' which emerged 
from Rosenshine's later (1976) studies in which he retained only four 
of his original eleven 'promising' variables. These four were found to 
produce consistent results: opportunity to learn, task orientation, 
direct questioning and criticism. The first three relate to positive 


achievement, while the last one frequently produced negative results. 
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A SUMMARY OF ROSENSHINE'S INITIAL TEACHING VARIABLES 


Rosenshine & FUDSts uo. en tors 


be Glarity 


2. Variability 

3. Enthusiasm 

4. Task Oriented 

5. Student Opportunity to Learn 


Criterion (content covered) 


6. Teacher Indirectness (use of 
Student Ideas) 


Peccricicism 


8. Use of Structuring Comments 


9. Types of Questions 


10. Probing 


11. Level of Difficulty of In- 
Struction. 


Rosenshine, 1976 


Some +ve* but low correlations; 
may not be an important variable 
at the elementary level. 


-ve* (however, may be important 
in some contexts). 


contradictory: an "ineffective" 
variable. 


+ve, but non-significant; only 
used in one study (since 1973). 


significant (+ve) variable. 


positive trend. 


negative trend. 


used only in 1 study (non-signi- 
ficant). 


consistently +ve for factual 
questions, mixed for higher level 
questions. 

no correlation. 


inconsistent. 


eee eee 


*(+ve) = positive; (-ve) = negative 


Based on Rosenshine's (1976) findings, the direct teaching model has the 


following characteristics: 
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Time is structured by the teacher and a large portion of the 

time is spent on academic skills. There is a predominance of 
seatwork in academic related tasks. Materials are sequenced 

into small steps. 


Questions are narrow, direct, usually with a single answer, 
and structured to obtain a high percentage of correct answers. 


Teachers or materials provide immediate feedback using praise 
and acknowledgement of student answers.... Correct answers 
are followed by another question and incorrect answers are 
followed by the teacher giving the answer. 


Students work in small or large groups supervised by the 
teacher for instruction or for seatwork. There is little free 
time or independent unsupervised activity. 


There is less off-task student behavior. This may occur because 
of the systematic, structured, supervised setting and management 
system. (p. 12-13) 


The main components of Rosenshine's (1979) instructional model 
are: (1) The teacher is the prominent feature since he sets the goals, 
Structures the behaviors, and communicates these expectations to the 
Students. (2) The time available for instruction is increased because 
Students who have been told the direction in which they are going, how 
long they have to complete a given task, and the expected results will 
work more efficiently, thus leaving the amount of material covered in 
the hands of the teacher. (3) The pacing is continuous, the coverage 
of the content is extensive, and the performance of the students is 
monitored. (4) The teacher chooses instructional materials suited to 
the pupils' level, and (5) formulates questions at a low-cognitive 
level so that students can produce many correct answers. (6) The 
interaction between teacher and pupil is structured but not 
authoritarian. (7) Feedback is given immediately to the students and 
is academically oriented. (8) The goal is to move the students through 


a sequenced set of materials or tasks. 
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Several studies have supported the general effectiveness of direct 
instruction while at the same time exploring some of Rosenshine's vari- 


ables. 


In the Texas effectiveness studies by Anderson and Brophy (1976) 
a set of guidelines was developed consisting of twenty-two behaviors 
for teacher management of elementary reading group instruction. Sixteen 
of these behaviors were related to the organization and management of the 
whOle group while the remaining six behaviors were concerned with 
teachers' responses to individual student answers. An experimental group 
was instructed in these behaviors while a control group was not and the 
mean scores of each group on each of the behaviors were compared and 
Signficant differences attributed to the treatment. The researchers 
concluded that the treatment improved treatment teachers' behaviors, 
but the results also demonstrated that not all components of the treat- 


ment were equally successful. 


The Texas team (Anderson, Brophy and Evertson, 1977) replicated 
the above study using junior high school students and attempted "to 
identify classroom processes and teacher characteristics which are 
Situation specific." (p. 2). This time, the researchers looked for 
behaviors which were: (1) varied across sections of the same subject 
matter, (2) varied across subject matter, and (3) appeared to be 
affected by individual student variations across two different classes 
and teachers. The research team concluded that: (1) direct teaching 
behaviors are more successful for large group instruction than for 
smal] group instruction; (2) a sustaining or probing effect for 
questioning produced greater results, even though there was little 


difference in the amount of interaction that took place; (3) junior high 
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school mathematics teachers were more ‘business-like’ and more authori- 
tarian than were English teachers since the latter tended to show more 
tolerance of student opinion, use more praise, and ask more opinion 
questions than the mathematics teachers; and (4) the student behaviors 


were Stable across the two subjects. 


Conclusions from the Texas effectiveness studies (Anderson, Brophy 
and Evertson, 1978) for elementary classes included behaviors which were 
effective in low socio-economic status (S.E.S.) classes, but less so in 
high S.E.S. classes. They found 'direct' teaching behaviors (e.g., 
efficient classroom management skills, emphasis on task, seatwork, etc.) 
to be effective in producing gains, especially in early elementary and 


low S.E.S. classrooms. 


In comparing the above results with the results of the early Texas 
Study in elementary classrooms, Anderson, Brophy, Evertson (1977) con- 
clude: (1) indirect teaching behaviors are more effective at junior 
high school level; (2) instead of age level or grade level determining 
the teaching behavior variables at the junior high school level, the 
teaching behaviors are dependent upon only the subject matter; and (3) 
Since student behaviors for the most part remained stable across 
Subjects, it would appear that student characteristics do not determine 


teaching behaviors in these classrooms. 


Another study which supports similar findings on subject matter 
effects was conducted in England. Eggleston et al. (1976) found that 
there was a dominant teaching style (i.e., direct teaching behavior) 
among teachers in secondary school biology, chemistry and physics. 


Anderson, Brophy and Evertson (1977) indicate the need for replication 


of this type of study. 
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It is possible that subject matter determines teaching style, 

or that the individual's personality determines his college 

major, what subject he will teach, or perhaps, the situation 
(. pate by some interactions of the two explanations 
Dero 


From the above studies, it can be concluded that subject matter 
determines teaching behaviors in secondary school classes. The 
following studies deal with the types of direct instructional behaviors 
involved in teaching music classes (i.e., generic [stylistic behaviors ] 


or specific [subject related]). 


Few studies deal with music and generic teaching behaviors. 
Moore and Kuhn (1975) in a series of six studies examined the effects 
of different training techniques on different pre-service music 
education classes. Subjects for the study were elementary music 
education students enrolled in either a course of Basic Musicianship 
Or one in Basic Musicianship and Music Teaching Skills. The students 
in the latter course rated higher in teaching effectiveness than those 
in the former. Ina later study, Moore (1976) found that student 
teachers who received feedback through videotape and forms on the skill 
of reinforcement during microteaching rated higher on their final 
teaching performance than the control group which received no feedback. 
Moore (1976), Yarborough and Madsen (1976), Thomas (1970), and Erbes 
(1978) state the need to define further the integral behaviors needed 


in the teaching of music. 


The present researcher will consider both generic and specific 
music behaviors in her study. The rationale for this is based on the 
Findings cited above, as well as the researcher's own ideas and experi- 
ence. Direct instruction, interaction, and teaching style behaviors 


(see criterion behaviors, p. 9) constitute the components of the 
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researcher's model for teaching. Since direct instruction behaviors are 
based on the ability to plan adequately, teacher planning will also be 


investigated. 


Training Methods for Pre-Service Teachers 


This section presents the rationale for using microteaching, feed- 
back and modelling for training students in education. In this context, 
the Manhattanville Model (see p. 11) was used in the pilot study, and 


the Instrumental Instructional Behaviors (see p. 10) in the final study. 


Drew (1974) found the following reasons for preferring the Manhat- 
tanville Music Curriculum Project (MMCP) over traditional training 
approaches as a training procedure for pre-service teachers. Greater 
understanding about music was elicited from MMCP trained teachers and 
they were also more tolerant of different kinds of music. The pre- 
service teachers' techniques for performing were better and their 
attitudes towards the music program were generally more favorable. 
Although Drew's study supports the use of MMCP for training teachers, 
the components for teaching the MMCP model need further investigation. 
Therefore, in the present researcher's pilot study the effects of 
Manhattanville were limited to teaching behaviors which were investi- 


gated in training pre-service music teachers. 


The usefulness of microteaching for training music undergraduates 
in skills has been substantiated in the following studies. Brand (1977) 
investigated the effectiveness of video-viewing techniques in teaching 
behavior management skills to undergraduates by comparing them with the 
effects of traditional lecture-discussion methods. The experiment in- 
volved fifty-two music education majors at the University of Miami 


assigned to an experimental and control group. Over a five week period 
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the experimental group viewed videotaped behavior problems and indivi- 
dually answered a series of questions about them, whereas the control 
group participated in lectures, discussions and school observation 
experiences. Both the experimental and control groups then taught 
twenty minute mini-lessons to peers who identified behavior skills. 

The results indicated that the video-viewing techniques did not produce 
statistically different outcomes from those produced by traditional 
lecture-discussion methods. However, when placed in an actual class- 
room situation, the experimental group's management skills proved 


Superior. 


In a study by Moore (1976), microteaching student teachers who 
received video feedback and forms for the skill of reinforcement rated 
higher on their final teaching performance than the control group which 
received no feedback. These studies indicate that microteaching is 
effective for training music undergraduates in teaching skills, that 
feedback aids in the acquisition of these skills, and that video- 
viewing is an effective procedure for illustrating skills. The present 
Study devised both an appropriate set of teaching behaviors and a 


Satisfactory training method utilizing modelling and feedback techniques. 


The set of teaching behaviors (i.e. strategies) were derived from 
a combination of the researcher's experiences and observations and also 
the research findings of Reimer (1970), Yarborough and Madsen (1976), 
Moore (1976), Thomas (1970) and Erbes (1978). In addition to music 
behaviors investigated in the pilot study, the final study also investi- 
gated direct instructional behaviors, interaction and teaching style 


behaviors (see Instrumental Instruction Behaviors, Appendix E). 
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The underlying principles of the Instrumental Instructional 
Behaviors are found in the 'study' section of suggestions made by 
Reimer (1970) for a performance technique which is called experience- 
Study-re-experience. Interaction behaviors recommended for instrumental 
classes are found in the research of Erbes (1978). He found in two 
Studies involving twenty-four public school instrumental music teachers 
that 87.7% of the verbal behaviors (e.g., lecturing, informing, and 
giving directions) were conductor initiated. Only 4.1% were student 
initiated and most of these were short teacher-controlled responses to 
teacher questions. Erbes concluded that general music teachers rated 
highly by their superiors tend to be more supportive and flexible in 
their use of teaching techniques. He also indicated that music 
teachers using praise, enthusiasm, clarity and encouragement have 
higher student achievements. Both Reimer and Erbes' suggestions for 
instruction and class interactions were included and formulated into 


behaviors (i.e., strategies) for the present study. 


Although not addressed in the present study, an important question 
to be answered concerns whether a teaching skill acquired during 
training will persist. A study of in-service teacher training pro- 
cedures was conducted by Borg (1972) at the Far West Educational 
Laboratory in San Francisco using a mini-course consisting of three 
parts: (1) films describing and illustrating nine skills to be 
acquired and three to be extinguished, (2) twenty minutes of micro- 
teaching followed by reteaching, and (3) videotape replay and self 
evaluation. To appraise the efficacy of the procedures used in the 
above minicourse for modifying the behaviors of certificated teachers, 


Borg made three videotapes of each of forty-eight teachers, the first 
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being made during the beginning of the course, the second shortly after 
training, and the third four months after the course was completed. The 
twenty-four teachers who remained in their original schools three years 
after the course ended were taped a fourth time. These tapes were then 
analyzed for the frequency with which the skills were evidenced in each 
participant. The results indicated that three of the interactive skills 
- refocussing, frequency of punitive teacher responses to incorrect 
answers, and pausing - were not influenced by the training procedures. 
Redirection and clarification were sustained over the three year period, 
while prompting was not. Such studies clearly point to a strong positive 
relationship between this microteaching technique and the reduction of 
undesirable teaching behaviors, as well as aiding in producing desirable 
behaviors. Microteaching performance, in fact, not only appears to be 
the best predictor of performance in the classroom (Brown, 1975), but 

is beneficial in changing teaching behaviors over an extended time 


period. 


Teachers' Thinking 

The cognitive processes which determine teacher behavior are not 
clearly understood yet. Lanier and Floden (1977) envisage a time when 
understanding of teacher information processing will be achieved and will 


be found to be a determining variable of teacher effectiveness. 


There is however, a danger expressed by some researchers in apply- 
ing the cognitive information approach to teaching. Fenstermacher (1978) 
Suggests that this danger arises from the assumption that knowing what 
accounts for effective teaching constitutes knowledge of how to produce 


effective teaching. He believes these to be separate and only in- 
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directly related matters. If Fenstermacher is correct, caution must be 
exercised against viewing significant behavioral correlations as a 


Structure for inferring causal relationships (outcomes). 


As is well known, a causal inference cannot be made directly 
from a significant correlation between two variables. The 
complementary principle is, however, frequently ignored when 
a significant correlation is found; a causal relation exists 
somewhere -- perhaps between the two variables or between the 
two variables and a third, or any number of possibilities. 
(McDonald, 1976; p. 50) 


As Fenstermacher (1978) suggests, not only are the teaching process 
variables (i.e., behaviors) responsible for higher student achievement, 
it may be that an intervening principle (i.e., teachers' thinking) is 
responsible for the correlation between the two. Other researchers 
including Morine (1975) allude to the importance of teachers' thinking. 
Since this research and that of others supports the notion that the 
teaching act is not solely a scientific paradigm, the present researcher 
Stresses that teachers' thinking is such an important variable in the 
teaching act that it should be a noteworthy consideration in teacher 
education. It is indeed an error for the researcher of teacher effect- 
iveness to infer from a correlation between process-product variables 
that one becomes an effective teacher by following rules and percepts 
derived from that relationship, i.e., direct theory. A close investiga- 


tion of intervening paradigms (i.e., teacher's thinking) is also needed. 


In order to understand the teacher's thinking process, it is 


important to understand all the following related components: 


1) his goals, 2) the major characteristics of the task 
environment, and 3) the transformation of that task environ- 
ment into a cognitive problem space which reflects the 
limitation of his invariant information processing capabili- 
ties. (Cooper, 1979; p. 6) 
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The following cases illustrate these components. The first year 
music teachers with similar training, socio-economic background, pre- 
service training, and command of the behaviors required for effective 
teaching are assigned to teach in different local junior high schools. 
The two schools have similar administration systems and students with 
Similar S.E.S. backgrounds. The music teachers in the two schools at 
the end of a university training program demonstrated effective teaching 
competencies (e.g., classroom management, interactions, activities and 
musicianship). However, the beginning Grade VII class of one responds 
with growth in musicianship and performing ability, while that of the 
other is ‘putting in time.' Why the difference? Teacher expectations, 
environmental conditions and teacher decision-making actions may be the 
reasons. In his extensive collation of recent teacher effectiveness 
research, Medley (1977a) concluded: "somehow...we must find and use a 
model in which the teacher's intent or purpose and the behavior of the 
individual teacher both play a part in the teaching process." (p. 43). 
The above example and Medley's conclusions suggest the importance of 
exploring the following areas: (1) the behaviors necessary to teach a 
given subject, (2) the conditions under which the use of these behaviors 
is likely to occur, (3) the various training situations useful for 
practise of the behaviors, and (4) the effects of the teacher's thought 


processes. 


Shavelson (1976) has described teaching as a "process by which 
teachers consciously make rational decisions with the intent of 
optimizing student outcomes." (p. 144). In his opinion, a teacher's 
ability to choose a strategy effective for eliciting a desired student 


Outcome will decide the teacher's effectiveness. While a number of 
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methodologies are readily available for aiding teachers in decision- 
making e.g., computerized learning programs, microteaching, mini-courses, 
and protocol kits, the evidence about their usefulness is contradictory. 
To study teachers’ thoughts regarding decisions, it has been found that 
questionnaires and interviews are ineffective for this purpose. How- 
ever, Studies such as those by Clark et al. (1978), Marland (1977), 
Cooper (1979) and King (1979) report the benefits of using stimulated 


recall interviews for revealing teachers' thoughts. 


Stimulated recall is an introspective methodology which employs 
audio or visual techniques, or both, and records the subject's behavior 
to help him recall the mental activities which accompanied his behavior. 
Cooper (1979) conducted stimulated recall with four teachers and twelve 
pupils in Grades IV, V and VI. The majority of the thought units recall- 
ed by the teachers in her study revealed a strong focus on future in- 
Structional tactics which suggests that planning is of major importance 
in teachers' thought processes and that effective teacher planning 


decisions include suitable teacher-pupil interaction during instruction. 


Morine (1976) supported the above when she discovered that only 
4% of the thought processes of effective teachers are unplanned. 
Stimulated recall was used in this study to identify the types of 
planning decisions made by Grade II and V teachers. Three types of 
instructional planning procedures important to the present study were 
observed: interchanges (decisions related to instantaneous verbal inter- 
action), planned activities, and unplanned activities (those activities 


not previously planned as part of the original activities). 


Taylor (1970) demonstrated tne importance of including the content 


to be taught and related contextual factors (i.e., time, sequencing, and 
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resources) in the planning of the secondary curriculum. Anderson, Brophy 
and Evertson (1977) support this view. Morine, who also cites evidence 
for the importance of planned instructional activities and the use of 
teaching routines, found that three stages exist in the planning process: 
the dilemma creating the need to plan (i.e., problem finding), the formu- 
lation of a planning process (i.e., goal setting), and the implementing 
process. Berliner's (1976) studies suggest the need for further study 

in each of these processes. Generally, it is agreed that planning and 
implementation are of paramount importance in both the pre-service and 


in-service teaching experience. 


There is little evidence available to suggest how music education 
pre-service teachers process cognitive information about classroom 
planning. Often specific technical problems in instrumental literature 
are the only guides for teacher planning. Even though Yarborough and 
Madsen (1976) identified the components of an ensemble rehearsal as 
warm-ups, muSical concepts, activities for performance, and listening 
these areas are not necessarily systematically planned. To date, how the 
Student teacher uses the above components in the planning of a rehearsal] 


is still uninvestigated. The present study will explore this. 


Section Summary 


The first section of the Review of Literature, Instructional Pro- 
cesses, investigated research on teacher effectiveness, direct instruction 


and training methods for pre-service teachers, and teachers’ thinking. 


In the rationale, preference was expressed for systematic 
observation in classrooms as advocated by Dunkin and Biddle (1974) over 


traditional research modes which were too restricting. Such systematic 
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observation is accomplished through the use of instruments developed for 


reporting the events in the classroom observed. 


An historical summary of teacher effectiveness research began 
with the research done by Barr and associates (1930) which focussed on 
the consequences of certain teacher personality traits. Later in the 
1950's, research centered on the methods experiment (e.g., authoritarian, 
direct, and indirect), where two or more methods were compared. The 
research of Rosenthal and Jacobsen (1968) demonstrated that teacher 
effectiveness was dependent upon teacher expectations. Later, studies 
by Rosenshine and Furst (1971) interpreted effectiveness as the mastery 
of competencies which relate teacher behavior to student achievement. 
More recently, Anderson, Brophy and Evertson (1977) emphasized the 


ability to employ these competencies during professional decision making. 


An important instructional model to emerge from teacher effective- 
ness research was ‘direct instruction.' A prototype of this model was 
developed by Rosenshine and Furst (1971) which included only direct 
instructional behaviors for accomplishing specified goals. As the model 
developed, it came to include such teacher centered activities as goal 
setting, time allotment for instruction, monitoring of students' progress, 
and questioning and feedback. Studies done by Anderson, Brophy and 
Evertson (1977) used this more highly developed model and related it to 


pupil achievement. 


The research involving direct instruction has led to studies on 
teaching behaviors needed for certain subject areas. Two such studies 
were one by Eggleston et al. (1976) which explored subject and general 
behaviors in secondary science and one by Moore and Kuhn (1975) which 


alluded to the importance of utilizing general teaching behaviors in music. 


7 
mek ; 
: ell fan 


ot baqgarsysb eins edt to gel st) MaUQIAy. niece 
bavsiedo sie esats 2 


repo Noveseen easneveyseT ie sengess) TC aguniveae Vent 

io bayeuadt doftw (oeet) 2erersoere bie lig@ yd eneb 
aft nt 49s Johor ® ar igeeeesa saroead Wistien VO 
ist ivonius np s) tneanheade eporyen afl 79 ibarr ies: at 
acl iotéanio aw 2apiyem sion 10° OW? eprauiiv ATs 
varie? dad) batandancnebe (Baek) ngie sel dnt iia 
sethgse jNsiye .enoriseicsona veins BS5.. 009M Wms gal. thw S 
yebeey att 2a ceansvisastte usd pNanean CHET STF Ge 
spemevaltoé inabute ot otvoned satice! Sioies tottw Gam 
odd Sextasrans (SVE) wepdiews 86. vugow instal 
-pittden Aoléiasb |ajot zs tov prtiveb e47ans ed i et vos: 
~avigodtta netoass inet! opiema od! Fébom See ee inert 
oaw Taba ata? Yo adysasong A “Sinai ute joayib? Paw NO si 
7 wrth Wino bobifany tothe (TIER): feAGA dine on) ehg2et Net Oi 
holon att? 24 bene Ssltlesue aoideyanogak 10) \orvenad: | 
(gap 26 apistvrd 36, beadjyian Aart. Shed Tig stay | iF og onat’ $4 
,eeerpoig ‘ 2tantwse) iq pr nonenige iHobaaurs tnt 707 Inantta| FB: wt 
Une Natio noe ish Ww Seon) 25Thwte =. 45006b997 Dee u 

oJ 27 Hate far bia! fobert Babotadeb vio rt sven ctrl? peachy ORR nt : | 
ng 27 bute o} bet 264 noliouweni t591 +h Paivioynt covneew iat ; 
evibut2 thue owt ccaqné dete fitatae 10) Sebacn evi vt 
Foanay pae.3 sah ove barat ges, darety (ayer) ipa te cores he § 
dite aver). adil bye sry Sho bab eanete> ytevioeetee Ue wm 
olen nf eantysied pn! np6as Len anisp guished to Sota? roam 


_ 


35. 


Procedures appropriate for training undergraduate students in 
teaching behaviors were explored by Borg (1970, 1972) whose studies 
Supported the use of microteaching. Microteaching has two main com- 
ponents, modelling and feedback. The use of modelling alone was studied 
by Bandura (1963, 1965, 1974) and its value for preventing one-trial 
extinctions was substantiated. Feedback in the present study is con- 
fined to the information a student teacher receives about how well he 
responds to the modelled behaviors and includes verbal or written comments 
from his supervisor. Evidence was given to support the effectiveness of 


each type of feedback. 


The effects of the microteaching process were also discussed. 
Microteaching provides classes of four to eight pre-service teachers with 
a procedure for practise teaching in a variety of behaviors in which the 
normal complexities of the classroom are reduced and feedback is provided 
On each teacher's performance. Evidence of immediate success for micro- 
teaching in music was given by Brand (1977) and Moore and Kuhn (1975) 


while Borg (1972) demonstrated its lasting effects. 


There is evidence suggesting that teacher's decision-making skills 
are an important variable in teacher effectiveness. The importance of 
planning decisions by teachers is stated by Zahorik (1975), Yinger (1978), 
and Morine (1976). Morine found that over 96% of teachers’ thoughts are 
concerned with planning. Other researchers such as Marland (1977), Cooper 
(1979), King (1979), and MacKay (1978) have found in teacher stimulated 
recall interviews that teachers' thoughts are indeed concerned primarily 
with planning. Therefore, the present study will investigate pre-service 
teachers' thoughts about planning by utilizing the stimulated recall 


technique. 
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Learning Concepts 


While the preceding section dealt with the instructional behaviors 
considered important for teaching, the present section will investigate 
the learning concepts on which these behaviors are based, and will dis- 
cuss those applicable to the classroom, modelling, feedback, the 


assimilation-to-schema concept, and sequencing instruction. 


Psychological Principles Applicable to the Classroom 


Much has been learned about the learning processes needed to 
become competent in classroom teaching. Conners (1978) identified fifty 
psychological propositions relevant to classroom learning (c.f., teaching) 
in the research of Wheeler (1967), Seagoe (1970), Griffith (1973), 
Hilgard and Bower (1975), Nicholls and Nicholls (1975) and Bigge (1976). 
Of the fifty propositions discovered, he identified twenty as being 
particularly important and urged that teachers implement these in their 


teaching. 


Conners' twenty learning propositions can be applied to both the 
preactive and the interactive phases of teaching (Jackson 1968). The 
term 'preactive' denotes brief or detailed planning prior to instruction, 
while 'interactive' refers to the interaction between pupil and teacher 
during instructional activities in the classroom. Conners (1978), from 
his review of the research cited, suggests that several of the learning 
propositions are relevant for developing teacher behaviors. Watson (1960), 
Wheeler (1967), Griffith (1973), and Hilgard and Bower (1975) identified 
propositions for learning, while Seagoe (1970), Nicholls and Nicholls (1975) 
and Bigge (1976) applied these propositions to classroom practise. The 


present study investigates preactive (behavior numbers 1-18), and inter- 
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active instructional behaviors (numbers 27-31) using Conners' suggested 


twenty propositions. 


Watson (1960) lists the following as propositions important for 
influencing learning: active involvement of the learner, frequency of 
repetition, reinforcement, generalization and discrimination, drive con- 
ditions, conflicts and frustration arising from learning, learning with 
understanding, cognitive feedback, goal setting by the learner, divergent 
and convergent thinking, individual differences, developmental stage and 
influences, culturally related learning, individual motivation, self 
esteem, and group atmosphere of learning. Rosenshine and Furst (1971) 
Support Watson's learning propositions as being important for instruction 


in the classroom. 


Wheeler (1967) identified a large number of inter-related psycho- 
logical propositions and among these were twelve which are similar to 
those of Watson (1960). He states that, in the circumstances under 
which he teaches, different contexts prevent the teacher from relying 
solely on the work of animal psychologists or learning theorists and he 
advocates the inclusion in teachers' instructional methods of insights 
from social psychology, anthropology, and sociology. In summary, 
Wheeler (1967) maintains that although much is known about how learning 
proceeds, there has been little attempt to translate such psychological 


propositions into terms suitable for the practising teacher. 


Griffith went further and identified sixteen important psycho- 
logical propositions from social psychology and sociology. He suggests 
that teachers who understand these sixteen, plus another nineteen learn- 
ing propositions, will be better able to devise a teaching model appro- 


priate to the changing situations in which they find themselves. Hilgard 
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and Bower (1976) advocate what they call a "band-aid" approach in which 
psychological propositions are used to solve situational problems as 
they arise in the classroom. Even though this view 7s not generally 
supported by learning theorists, Hilgard and Bower (1975) and Seagoe 
(1970) claim that working principles of operation are needed to narrow 
the gap between learning theory and instructional practice. Seagoe 
(1970), Nicholls and Nicholls (1975) and Bigge (1976) applied their 
learning propositions to classroom teaching. 

Despite the agreement in needing to link theory with practise, 


two main criticisms remain with the theorists and practitioners: 


The teaching of educational psychology is an issue raised by 
critics who have pointed out that there is little agreement on 
Subject matter to be taught, that students are exposed to too 
much subject matter, and theory has not adequately been linked 
to practise. The second area...is the critical acceptance of 
present Tearning theory for classroom settings.... The 
critics indicate that there is a need to modify principles of 
learning to account for the complexities of human learning and 
at the same time, there is the need to carry out research in 
the classrooms to investigate human learning in social settings. 
(Conners, 1978; p. 57) 


Other propositions must be investigated to aid in bridging the 


gap between Tearning theory and classroom practises. 


One prevalent method which seeks to bridge the gap between learn- 


ing theory and instructional practice is microteaching. 


Microteaching incorporates the principles of modelling and feed- 
back (i.e., learning theory) and also utilizes classroom teaching epi- 
sodes. It is in this context that the present study will investigate 


the effects of microteaching. 
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Modelling and Feedback 


Modelling theory as expounded by Bandura and Walters (1963) and 
Bandura (1974) regards learning by observation as a process of trans- 
forming a modelled event into imaginal and memory codes (7.e., when 
environmental cues similar to those modelled are later experienced by 
an observer, performance of the observed behavior may be elicited). 
Acquisition and utilization of a modelled behavior by the observer are 
influenced by a number of variables including outcomes rewarding to 
the observer, identification with the model, attention to relevant social 


cues, and retention of the observed event. 


Modelling is now regarded as an extremely important factor in 


learning. 


Rutherford (1973) studied the effects of positive reinforcement 
by teachers who were trained with one of the following: (1) a combined 
model and feedback intervention, (2) a model tape intervention, (3) a 
feedback tape intervention, and (4) a control condition. He found the 
combined model and feedback intervention to be effective in changing 
teachers' behaviors, while feedback tape intervention was ineffective. 
He attributed the success of the former to the eliciting effect of 
model viewing. In view of the absence of an observed event with the 
"feedback only" condition, his findings suggest that it is modelling 
which results in positive teacher responses in the combined model and 
feedback condition. Alper et al. (1972) demonstrated the need to follow 
modelling with continuing feedback and systematic reinforcement when 


the skill to be acquired is needed continuously and is complex. 


There is ample evidence to suggest that viewing a positive model 


has a desirable effect on the acquisition of a teaching skill (McDonald 
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and Allen, 1967; Koran, 1968; Langer, 1969 and Alper eth adsy 1.972): 

Young (1970) studied the effectiveness of various types and combinations 
of models on lecturing skills. His results indicate that the most 
effective modelling approach is a videotaped teaching episode featuring 
a specific element followed by similar classroom illustrations. The 
present research project utilizes both a modelled demonstration and a 


teaching video teaching episode of teaching skills which are believed to 


aid students' learning. 


The manner in which models are presented is also very important. 
Active student participation while model viewing is advocated by Popham 
(1974) and Borg et al. (1970) who demonstrated the usefulness of 
Students identifying and discriminating teaching skills while viewing 
a model. Further evidence indicates the value of having student 
teachers practise a skill in a teaching context similar to that of the 


model in which it was originally observed (Berliner, 1969). 


Krasner and Allman (1965) suggest the use of modelling in 
Sequential progression. They found that modelling accelerates the 
learning process and reinforces it by preventing one-trial extinction 
in situations which may produce adverse consequences. Bandura (1974) 


States that: 


Exposure to modelling influences has three clearly different 
effects.... First, an observer may acquire new response 
patterns that did not previously exist in his behavior 
repertoire.... Second, observation of modelled actions and 
their consequences to the performer may strengthen or weaken 
inhibitory responses of observers.... Third, the behavior 
of others often serves merely as discriminative stimuli for 
the observer in facilitating the occurrence of previously 
learned responses in the same general class. (p. 859) 
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In addition, Bandura (1963) emphasizes that an observer will fail 
to acquire matching behavior if he does not attend to, recognize, or 
distinguish the distinctive features of the mode. The learner first 
needs exposure to a model of the skill's essential features followed by 


a study of the principles of its use if his behavior is to be shaped 


after the model. 


It is generally accepted that feedback is desirable in the pro- 
cess of teacher training (e.g., the last phase of microteaching described 
by Borg et al. [1970]). Ina study by Main (1972), trainees receiving 
feedback performed significantly better on the specific teaching skill] 
of probing than students who did not. There is, however, considerable 
disagreement regarding the method of dispensing feedback. Results from 
the researcher's pilot study found that supervisor feedback was valued 
more highly by student teachers than peer feedback either by itself or 
in combination with that of a supervisor. McDonald and Allen (1967) in 
the skill of positive reinforcement during questioning compared simple 
self feedback with videotapes to supervisor reinforcement with cue 
discrimination. When the supervisor reinforced the desired behavior as 
it occurred and pointed out places it could have been used, the trainees’ 
performance improved significantly more than with any other mode of feed- 
back. This provides further evidence that supervisor feedback is 
especially effective for training in teaching skills. Oliver (1967) 
reported a study with vocational teachers in which some received feed- 
back either from students alone or from students and a supervisor, while 
others received no feedback at all. Combined feedback did not produce 
any greater change than student feedback alone. This would seem to 


indicate that student feedback can also be effective in improving 
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teaching performance. Yarborough et al. (1978) also found student 
teachers could improve their own conducting techniques by the use of 
self-evaluation forms. It therefore can be concluded that forms, 
peers and supervisor feedback can all be effective modes of improving 


teaching skills performance. 


Disagreement about the method of dispensing feedback js 
essentially a controversy about the effectiveness of aided versus 
unaided feedback (i.e., supervisor versus no supervisor). Although 
other types of aided and unaided feedback have received attention for 
a long time, it is only since 1964 that videotape feedback has been 
used. It is generally agreed that unaided feedback is desirable in 
training in-service teachers and aided feedback with pre-service 
teachers. Davis and Smoot (1969) have shown the value of aided feedback 
and numerous other researchers including Doty (1970), and McAleese and 
Unwin (1971) have drawn attention to the desirability of aided feedback 
provided by a supervisor only. Despite disagreements as to the methods 
of dispensing feedback modes on the skill to be learned, research does 


show feedback to have a positive effect on the teaching performance. 


The effectiveness of supervisors administering feedback is wel] 
established by research. (McAleese and Unwin, 1971; Griffith, 1973). 
Brown (1975) demonstrated that student teachers at Ulster and Stirling 
Universities were firmly convinced on the value of supervisor feedback. 
Johnson and Knaupp (1970) found that student teachers wanted qualified 
Supervisors, as well as opportunities for self-guided professional 
development. Johnson and Knaupp used a factor analysis of student 
teachers' responses to Likert-scale attitude instruments to indicate 


that the student teachers also like to share their experiences with 
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their peers and to have their strengths appreciated and their faults over- 
looked. Maier (1958) recommends the 'Listen and Tell' technique for 
feedback. This procedure, which combines positive reinforcement and 
feedback, allows students to develop their own analytical skills and 


to suggest their own approaches, while also allowing a supervisor to 


prompt and make suggestions. 


The amount of feedback to be given still needs further investi- 
gation. Dunkin et al. (1973) discovered that learning improves with the 
amount of positive feedback given. Both video and audio feedback can 
help the student teacher analyze his teaching episode and help him 
determine his behavioral success. McDonald and Allen (1967) investi- 
gated the specific skill of positive reinforcement, compared modes to 
feedback ranging from simple viewing of videotapes of oneself to 
reinforcement by supervisors who discriminate behaviors. It was 
found that when the supervisor was used, the frequency of positive 
reinforcement increased. Therefore, evidence suggests that the greater 


the amount and variety of feedback, the greater the improvement in 


teaching performance. 


Brown (1975) found that the supervisor can accomplish much 
greater improvement in trainee performance than any other feedback 
because he is viewed as a facilitator of concept learning. The super- 
visor helps the student refine objectives by using one or more of the 
following: forms, explanations, peer feedback or video observations. 
After he has been given guidance in processing feedback information, 
the student teacher then can reconstruct his own performance of the 


teaching behavior. 
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Research evidence and testimonials from the behavioral sciences 
can be very helpful in providing notions concerning motivation and 
behavior changes (Fuller and Manning, 1973). Fuller and Manning (1973) 
explain that the "feedback receiver, or person confronting himself, by 
the use of forms in this case, identified discrepancies as a dissonance 
and creates tensions, thereby activating a motivating force leading to 
its own reduction, i.e., change in self-perception of behavior." (p. 470). 
If the feedback is accompanied by peer or supervisor intervention, 
behavior change is more likely to occur. A study by Birch (1969) demon- 
Strates that guided self-analysis forms using coded categories of 
teaching behaviors produce significantly greater changes in teacher 
behavior than self-confrontation on videotape. Such forms facilitate 
additional feedback from supervisors or peers and can be used as a basis 


for critique-session discussions. 


In summary, the power of a good model has been substantiated and 
modelling is regarded as an important element in learning. Modelling 
was described by Borg et al. (1970) as one of the basic components 
of microteaching which included: (1) observing a modelled event, and 
(2) shaping one's behaviors after those of the model. In addition, 
microteaching also includes receiving feedback on one's performance. 
Mayer (1977) has demonstrated that modelling is best viewed in a hier- 


archial progression from general to specific. 


Feedback is involved in the last phase of modelling and much 
evidence is available suggesting its importance. While some feedback 
modes are debatable, supervisor reinforcement is highly recommended. 

The present study investigates the effects of both modelling and feedback 


on the acquisition of specific teaching behaviors. 
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The Assimilation-to Schema Concept and Sequencing Instruction 


The concept of assimilation-to-schema holds much relevance for 
educators. Its origins lie in the psychological study of human learning 
and memory. Although modelling and feedback (dealt with in the last 
section) aid in human learning, it is only by applying an understanding 
of the assimilation-to-schema concept that one can transfer theory to 


practise. 


To describe the assimilation-to-scheme concept requires that 
the processes and products of learning be differentiated. Mayer (1977) 


describes these in the following manner: 


The processes of learning are the acquisition of new material 
in the learner by connecting it with (or assimilating it to) 
some aspects of existing cognitive structure (or schema). The 
products of learning are described as the newly reorganized 
cognitive structure which integrates old and new knowledge 

and which in turn, may serve as an assimilative scheme for sub- 
sequent learning. (p. 369) 


Because of the importance of the sequencing of instruction, 


the processes of learning will be dealt with in this section. 


The theories of Ausubel's (1968) extension of the assimilation- 
to-schema (A-S) concept, and Mayer's differentiation (as described above), 
are particularly helpful in theorizing about instructional considera- 


tions. Ausubel's main theories are as follows: 


1. Schemata are cognitive rather than emotional or attitudinal. 


2. The interactive-construct nature of the learning process is 
emphasized rather than the process of remembering. 


3. Two distinct types of learning process are involved in 
assimilation; meaningful learning set which refers to the 
assimilation of new information to a meaningful structure 
of existing experience and rote learning set which refers 
to a much narrower set. (p. 3/0 
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Subsequently, Ausubel observed that the assimilation-to-schema 
theory takes account of three conditions: "1) the reception of (in the 
mind of a responsive Jearner) the to-be-learned material, 2) the avail- 
ability (in the learner's mind) of a cognitive structure to which the 
new material may be assimilated, and 3) the activation of the structure 
during learning." (p. 369). In short, rote learning requires only that 
the subject's mind arrive at a receptive mental state (condition 1) 
before a new condition is learned, whereas all three of Ausubel's con- 
ditions are needed for meaningful learning. Gruno and Mayer (1972) and 
Mayer (1975) distinguish between strong and weak meaningful learning 
sets. Strong sets can adapt flexibly to what is to be learned from new 
experiences and ideas, whereas weak sets can only add new ideas, however 
incongruously to their original structures. How a strong or weak 


learning set can affect the planning of instruction is discussed below. 


In order to resolve contradictions in the findings of research in 
this area, Mayer (1977) has outlined particular learning goals and 
better learning methodologies. His main findings support increased 
retention in verbal learning and better transfer in general-to-specific 
Sequencing. To support his A-S theory, Mayer recommends that subjects 
be given a good general background in an area in order to be well 
prepared to assimilate new specifics and to deal with future unfamiliar 
experiences. Subjects who are given specific-to-general learnings, or 
who have received no background preparation whatsoever will lack skills 
in assimilating new material and be unable to deal with future un- 
familiar experiences. An example of this general-to-specific paradigm 
is the "experience-study-re-experience" procedure of Reimer (1970) in 
which a piece of music is played, highlights are identified and studied 


and finally, the piece is replayed with enhanced awareness. 
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Yarborough, Wapnick and Kelly (1978) demonstrated the effects of 
a strong meaningful set in a pre-post test experiment involving music 
majors. They used two types of feedback in training undergraduates in 
conducting techniques. One group received video feedback and comments 
from an experienced conductor who also modelled the correct techniques. 
The other group received video feedback and used Yarborough and Madsen's 
(1976) observation forms and checklists. There were no significant 
differences when pre- and post-tests were compared. However, after 
receiving conductor feedback the first group, although no better in 
conducting than the second group, improved in score preparation, eye 
contact, and conducting mannerisms (meaningful learning), all of which 
Erbes (1978) identified as important. This finding demonstrates that 
rote learning (e.g., conducting) can be easily learned, but adequate 
meaningful learning requires an additional intervention method (e.g., 
conductor feedback). Additional support is given by other music 
researchers who support Mayer's (1977) A-S theory by advocating both 
verbal and meaningful learning as being important in music education. 
(Yarborough, 1974, Madsen et al., 1975; Moore, 1974; Reimer, 1978; and 


Moore and Kuhn, 1975). 


Sequencing is important in both the modelling phase and other 
instructional phases of learning. Mayer (1977) comments on the 
importance of the position of modelling in the sequencing of learning. 
Properly placed in a sequence, a model serves to increase learning 
results, not only in retention of a new behavior, but also in a broader, 
more integrated learning. The success with which this occurs is 
influenced by both the sequencing of the modelled event and the control1- 
ing of the conditions under which it is presented. The present study 


utilizes this modelling notions of sequencing and situation control. 
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(See Chapter III). 


Questions about the instructional ordering of content, as opposed 

A 
to traditional random methods of presentation have been raised by Gagne 
(1969) and White (1973) who hypothesize that content should be organized 


in a hierarchial progression. Gagne (1969) states: 


Instruction would be most effective when it begins at the most 
basic capacity that the learner does not yet have and builds 
progressively upwards in a hierarchy.... It is possible...to 
begin with a clear statement of some terminal objective of in- 
struction, and to analyze this final capacity into subordinate 
Skills in order that lower-level skills can be predicted to 
generate positive transfer to higher-order ones. (p. 1) 

This view underlies the theory presented below for teacher 


education. 


Learning is enhanced when goals are planned and activities are 
sequenced. Morine (1975b) supports the planning of instructional con- 
tent and advocates the incorporation of adequate teaching skills for 
its implementation. The planning components include the integrated 
means-end goals, classroom interaction and pupil feedback. She gives 
first priority to decisions involving content goals and classroom 
interactions. The way teachers ee these content goals and interactive 


Skills in planning helps determine their differences in decision-making. 


The type of planning indicated above is supported by learning 
researchers. Mayer (1977) states that subjects learn by attempting 
to relate new material to some already developing cognitive structure 
resulting in the formation of new concepts. 

In conclusion, the assimilation-to-schema concept is useful for 
educators in aiding them in sequencing content and in their modelling 
of instructional procedures. The necessary conditions for meaningful 


learning set are "1) the reception of the to-be learned material, 2) 
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the availability of a cagnitive structure to which new material may be 
assimilated, and 3) the actiyation of the structure during learning." 
(Ausubel, 1968; p. 369). Research indicates the particular importance 
of an assimilative set (condition 2) and an active learning structure 
(condition 3) if meaningful learning is to occur; and Morine (1976) 
found learning to be more likely when goals, activities and interactive 


instruction are effectively organized during preactive planning. 


Consistent with the findings of the above research (i.e. psycho- 
logical principles applicable to the classroom, modelling and feedback 
and the assimilation-to-schema concept), the present study utilizes 
these concepts in formulating the treatment procedure. The section 


Summary following will include a summary of these learning concepts. 


Planning Theories 


Planning is one of the teacher's most important jobs. Kounin 
(1970), Gump (1969) and Doyle (1977) emphasize this fact and demonstrate 
that the complexity and unpredictability of the classroom itself must 


be taken into account in effective planning. 


Planning in the past has made extensive use of a means-and-end 
model in which previously determined objectives provide guides for 
the devising of activities and strategies. Zahorik (1975) in a study 
of teachers of adults, secondary school teachers, and elementary school 
teachers found that although 56% use objectives in planning, only 28% 
of these reported objectives as their first planning decision. The 
planning decision made first by the majority of the teachers studied 


concerned lesson content (c.f., instructional activities). 
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Most recently an ‘integrated means-and-end' model has been 
devised in which the planning of objectives is done not only in terms 
of subject content structure, but also of student preference in 
learning experiences (Zahorik, 1975; McDonald, 1976). This method 
of planning evolved with the following studies on how teachers spend 
their planning time. Peterson, Marx and Clark (1977) examined classroom 
planning by studying teachers ‘think aloud' comments and found that: 
(1) teachers spend most of their planning time structuring content, (2) 
less time is devoted to instructional processes, and (3) least time 
to devising the student behaviors they wished to evoke. Morine (1976) 
confirmed the same results and also found that teachers paid little 


attention to diagnosing student needs, evaluating procedures and 


developing alternative course of action. However, all researchers alluded 


to the importance of using student interests in the planning process. 
Colbert (1979) found that teachers formulate content objectives as the 
first step on their planning. The second step she found to be the 
identification of pupil activities and teaching procedures appropriate 
for the content objectives for a particular group of pupils. Conclusions 
indicated that adequate goal setting, which involves controlling the 
content and identification of appropriate activities and procedures, 


better enables a teacher to control his classroom environment. 


Yinger (1978) in a case study, found the components of a planning 
process model to be problem finding, problem formation and implementation. 
The present study concerns itself with gathering descriptions about goal 
formulation which is a component in problem finding since pre-service 
teachers are frequently overwhelmed by the teaching situation and often 


do not know how to identify goals related to content, students or class. 
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Yinger (1978) and Morine (1975b) state that during the problem 
finding stage (i.e., discovering of a suitable goal) the order of the 
components is: selecting a topic (j.e., content objective), Stating the 
objective, considering possible steps to be followed, preparing 
instructional materials, and arranging classroom events. However, 
Morine (1975b) states there is a ‘missing link' in this chain of events. 
She states that classroom interaction and pupil feedback must be 
included. With such elaborated preactive planning she contends that the 
teacher will be able to make decisions regarding his own behavior and 
that of his class. She also advocates that the teacher should create 
connections between the instructional strategies and interactive techni- 
ques (e.g., giving additional information to pupils, and commenting on 


pupils' answers) in order better to control classroom events. 


Yinger (1978) suggests that the teacher gains competence from 
experience in the problem finding stage of planning. However, Mayer 
(1977) in his assimilation-to-schema concept suggests that acquiring 
this competence is possible without experience. Surely a teacher is 
better able to learn planning from adequate training in sequencing 
information and planning interactions than from trial and error experi- 
ences and such training will help eliminate many early mistakes being 


made on the job. 


In summary, problem finding should not be left to teaching 
experience alone, but should also include consideration of the pupils’ 
information systems if meaningful learning is most effectively to occur. 

The present researcher questions Yinger's (1978) notion that the 


problem finding stage is only attainable from experience within the 


classroom. She believes, on the basis of studies conducted with learning 
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and memory and the sequencing of instruction by Mayer (1977), that the 
decisions connected with this stage are subject to training. Although 
individuals collect and process information in different ways, it is 
possible to train pre-service teachers in interactive decision making. 
Morine (1975a, b, and 1976) and MacKay and Marland (1978) support the 
inclusion of decision making training during the problem finding stage 
of planning. These conclusions have led this researcher to believe 
that training in the problem finding stage and decisions connected with 


it are possible in pre-service education. 


Morine (1975b) found that teachers produce two types of lesson 
plan: a detailed plan containing a crossing of interrelated events 
including objectives, activities, interactions and feedback, and a plan 
mainly narrative in structure which does not include any of the above 
details. She found that the two plans reflected two different ways in 
which teachers process information; the detailed one illustrated inter- 
active decision making which resulted in predictable events for the 
classroom behavior while the short plan did not. Morine (1975b) then 
proposed three training techniques for decision making in order to 
make teachers more proficient at including interactions and feedback in 
their planning. The techniques are: comparing alternate procedures, 
adapting procedures to pupil differences, and noticing interactive 
decisions. The present study will investigate the planning of inter- 
active decisions and their effects with pre-service teachers. Such 
investigation is recommended by Colbert (1979), Yinger (1978), Doyle 


(1978) and Clark (1978). 


If how a teacher behaves in class is dependent not only upon his 


actions but also upon his thinking, it is important to study both overt 
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and covert behaviors in pre-service education. Despite the research 
difficulties in gathering information concerning teacher decision 
making, which involves identification of teachers' behaviors and 
their thoughts about these behaviors, this type of research is 
necessary because most teachers' thoughts are still concerned with 


instruction. 


MacKay and Marland (1978) and MacKay (1979a) have suggested that 


stimulated recall be used for training teachers in decision making in 
order for them to learn to plan effectively. This method helps the 
teacher identify his thought processes and his overt instructional 
behaviors. MacKay (1979a) concludes: "there is a clear relationship 
between thoughts and classroom behavior and behavioral observation 
does not, by itself, provide a complete explanation for classroom 
processes." (p. 16). Although the present study employed stimulated 
recall to gather planning information, the above research suggests 
that teacher educators use stimulated recall as a training method 


in preactive decision making. 


Section Summary 


Because of the close relationship between learning concepts 


and planning theories, this section summarizes both. 


Much has been learned about learning processes which are 
effective for classroom teaching. During the last twenty years, 
Conners (1978) has isolated some twenty such propositions which are 
beneficial for instruction. Some researchers including Watson (1960) 
have formulated psychological propositions which are important for 


learning and for guiding teaching behaviors. Other researchers 
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including Seagoe (1970) have applied these propositions to the class- 
room. Although Seagoe, Watson Prduotheas have thoroughly investigated 
learning theory and classroom instruction, the relating of psychological 
propositions to classroom teaching has not yet been adequately 
researched, and has resulted in two main criticisms. One of these con- 
cerns the over-emphasis on laboratory experimentation, while the other 
deplores the lack of agreement among researchers as to what constitutes 
a psychology relevant to classroom learning behaviors. Therefore, 
research into classroom complexities and human learning conditions is 
needed. 

Modelling and feedback used in microteaching provides researchers 
with insights into the relationship between theory and practise. 
Modelling research indicates that the following are important for learn- 
ing: an effectively modelled event, a systematic presentation for the 
modelled event, and the use of appropriate reinforcement following it. 
Borg et al. (1970) advocate that the teacher-educator see modelling as 
a three step process: (1) the learner observes a model teaching episode 
in which particular skills are demonstrated, (2) he attempt to shape 
his behavior on those of the model, and (3) he receives feedback on his 
performance. The present study investigates the areas of modelling and 


feedback and its effects on the learner. 


To be more fully understood, modelling and feedback should be 
considered in association with the individual learner's information pro- 
cessing system. Mayer's (1977) research indicated that the assimilation- 
to-schema concept has much usefulness for sequencing instruction. 

Ausubel observed that three conditions are necessary for meaningful 


learning to occur: (1) the reception of the new material by the learner, 
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(2) the availability of a cognitive structure to which the new material 
can be assimilated, and (3) the presence of an active cognitive 
structure during learning. Mayer (1977) found that rote learning 
involves only the first of these conditions and that meaningful learn- 
ing involved conditions two and three since they concern the learner's 
internal state. Mayer (1977) goes on to stress the importance of 
sequencing instruction in order to make conditions two and three possi- 
ble. He finally proposes the need for planning sequential instruction 


for learning (meaningful). 


Classroom planning is important for the teacher and evidence 
Suggests that most teachers do some type of planning. Although the 
'integrated-means-and-end' model has replaced the means-and-end model 
in educational thought, both models have the establishment of goals 
and subsequent strategies as their basic components. Unlike the means- 
and-end model, however, in the integrated-means-and-end model, the goal 
decisions are made in light of both the content and the students ' 


interests. 


The development of the integrated-means-and-end model has led 
to preactive planning, the sequencing of information and the use of 
interaction variables. The researches of Colert (1979), Yinger (1978) 
and Morine (1975b) support the use of this type of planning. Yinger 
(1978) also lists three stages of lesson planning: problem finding, 
problem formation, and implementation. The main emphasis for the 
present study is discovering how subjects plan adequate goals Cive., 
problem finding) since the present researcher believes this to be the 
greatest problem area for the pre-service teacher. Although Yinger 


States problem finding can be learned only from experience, the present 
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researcher questions this notion. Surely teachers will be better able 
to plan if they incorporate Mayer's (1977) theories of assimilating 
information and structuring materials, and Morine's (1975b) findings 


On interactive planning. 


Research supports the conclusion that the planning process is 
enhanced by interactive techniques and instructional decision making. 
MacKay and Marland (1978) advocate the usefulness of stimulated recall 


for this type of training. 
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CHAPTER IIT 


DESIGN, PROCEDURES AND ANALYSIS OF DATA 


The purpose of this chapter is to describe the research design, 
the sample, research questions, data sources, procedures and the analysis 


used. 


The Design 


This research project used a quasi-experimental design, a pre- 
test post-test design and descriptive information. The experimental 
section of the study employed two experimental groups each receiving 
different types of feedback during the microteaching of a music lesson 
as well as a control group which received only a basic treatment of 
lectures and demonstrations. The pre-post test design was used to 
investigate the effects of modelling in the treatment. In addition, 
tests of significance were calculated to determine the effects of 
feedback. The qualitative (descriptive) section is a stimulated recall 


analysis of the experimental subjects' thoughts about planning. 


The experimental and control groups were investigated in a 
natural setting (i.e., university teaching laboratory) using a pre-post 
treatment design. Fifteen pre-service teachers were observed before 
and after the treatment period, for a total of six teaching hours each 
over a period of three weeks (two hours of class per week). They were 
observed by coders using the Quest Rating Instrument (see Appendix F). 
The treatment encompassed modelled presentations and demonstrations 
exhibiting thirty-one teaching behaviors believed to be effective for 


teaching a secondary music lesson. The experimental groups also 
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received two microteaching sessions in which they practised teaching 
the thirty-one behaviors with their peers. Two types of feedback modes 
were used: one experimental Group (A) received verbal feedback from 

the supervisor; while the other experimental Group (B) received written 
comments. The control group did not participate in the microteaching 
sessions or receive any feedback. All groups were observed before and 
after the treatment period. All subjects were observed in two instru- 
mental settings: full-rehearsals and sectionals. Some of the subjects 


were also observed during the teaching of general music. 


The lessons were observed and the behaviors were noted by 
trained observers (i.e., coders) who used a reliable observation instru- 
ment (see Appendix F). The observations yielded data relating behavior 
ratings, classroom interactions and classroom events (i.e., drill, 
activities and classroom management). These behaviors were later 
analyzed and correlated with the recorded classroom interactions and 
events. The researcher also compared similar behaviors observed in 
the CRT (Center for Research in Teaching) Sample with those of her 


pre-service sample. 


The descriptive section of the study included the pre-service 
trachers' thought processes using stimulated recall. The thought pro- 
cesses of the experimental subjects were investigated with the SRI 
(Stimulated Recall Interview) technique after the final microteaching 
mini-lesson. Two microteaching lessons were prepared and taught to peers 
by the pre-service teachers. The microteaching mini-lessons lasted from 
ten to fifteen minutes and then each subject was given feedback. After 
the first mini-lesson was videotaped, the supervisor administered either 


verbal or written comments regarding the subjects' teaching performances. 
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After the second (i.e., last) mini-lesson was videotaped a directed 
stimulated recall interview (SRI) which investigated behavior change and 
planning processes was conducted within forty-eight hours with the experi- 
mental subjects. The SRI's were audio-taped and transcribed. The data 
were then analyzed and yielded information regarding subjects' thoughts 
concerning lesson and behavior changes. These data also provided a 

basis for describing the teaching behaviors and their relationships to 
events in the lesson. Eight pre-service transcripts were analyzed in 
order to obtain information about the pre-service teachers' changed 


behaviors and planning processes. 


The Sample 


Fifteen pre-service teachers enrolled in the secondary music 
curriculum and instruction course at the University of Alberta took 
part in the study. These student teachers had no prior classroom 
teaching experience. The backgrounds of the subjects varied according 
to their major emphasis: band, orchestra, keyboard or choral; and the 
extent to which they had completed their major area of study. Most 
subjects had keyboard backgrounds (e.g., thirteen out of fifteen) and 
also an orchestra or band speciality, while the two remaining were a 
vocalist and a guitarist. All but four subjects had prior experience 
playing in school bands, or orchestras or both. Both the experimental 
and control groups attended curriculum and instruction classes 
involving lectures and demonstrations. Only the experimental groups 


attended the microteaching sessions. 


The pre-service teachers were concurrently enrolled in the Music 


Education Laboratory program and the Curriculum and Instruction class. 
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The music education laboratory (Melab) is a workshop program in 
secondary practicum. While the main emphasis in Melab is on band 
performances, strings, chorus, and general music also are taught by 
the student teachers. The program takes place on Wednesday evenings 
and Saturday mornings during the university year. Children are 
recruited from the junior high schools of Edmonton and all instruction 
is given by the student teachers closely supervised by professors, 


graduate students, and master teachers. 


Melab was administered during the period of this study by a 
professor and two doctoral students. These three people were joined 
by several master teachers from the high schools of Edmonton. Approxi- 
mately half of the scheduled teaching time of the student teachers 
was Supervised. The doctoral students also participated in teaching 


the curriculum and instruction class. 


CRT (Center for Research in Teaching) Project Description 


In addition to the pre-service teacher sample, a CRT sample was 
included in the final study for comparison with the pre-service music 


teachers. 


The CRT project was a quasi-experimental research and develop- 
ment study which was operated on a joint basis by the Center for Research 
in Teaching and the Edmonton Public School District. The project offered 


research possibilities in teaching skills and behaviors. 


During the period of this study, there were three groups involved 
in the project: ten research associates, sixty in-service teachers and 
fifteen coders. The research associates were ten staff members from the 


Edmonton School District who were working on a one-day per week basis 


: 
: 


: tlesd joey 9g \sb-ono\ 8 HORTON SOW Mie gorisend Tebsgt 4 


NE ne Oe qotedion | 62f" leat 

wisd fo 27 deial ist diosa eccrine q 
yd theues. 376 ots 2reyM rest On6 res par esoive 
aoiinevs ‘yibesnhoW no s9elq Saamd: ibrecist of}. oNetone? Fa 7 | 
sy6 maabttio <v8ey QoreXksventh et Gr Petulb Ze Pervenel ¥ 
nottouatent Fis bas col noma Aoyeloonse AGTH Horn, Sth 


eranesrou yd beztvasghe Viseolo evensray dngbute 


Janerisss? ‘water bie 20 
} 


i \bule 2tay to borvag ott pasa nama rays 25M 
nenfiot svew sigoey ai AT S25; 2tpeturne feigt oop, roy bee 
-FronayN’: hotndtby 7. eloodse He hide Wet eaficiae : vodeae To iad 
evenabot daghute say 10 SmnPeBATAGee? a fukiatesd seit. 10M 
niiisgss ait boteqhatinsd oats aynathyte kervindogt aif be 


226fo nu) Tou'ereant hws 


Ne 


tignnad at: adie ieee 


von Thin Th) e .9 fqmse sonsatupphvaacaenl itt vot. edibles i 


\ ¥ 
Sau Sarvyse«giq eat dgiw dbpirsanes' tq? wiles Peart 9? nt } 


i 7 : 

“Gt javob OG HOtheeS fei nant NpQxg- Ser ane & 2k tela TG sit os 

COUERESN MOT Maths? ait yi ease gn ok, 6 AOusede Yaga mM.0 
ae ’ ' 

SST DoaLor ali .dyrseta toemee aitgut, borne? of? tee gat 


esovined Bae ehrlae pibAsnst nt 2aleret 


} 


Pav OV Squce S91NS S1OW SOME atone: etity 46 hotwsn ang ented 
O09 Swpiipes) moivis2eni Viz te seats neath NOTHBEa9 nat tam ant at 
O02 MOT) Lebanon Tate Nas Siew Bader deacn dygngen: “iT bey at. 


cc. 


| = - ’ 


61. 


at the University of Alberta during the school year 1978-79. Under 

the school system's program of partial leaves, these people were 
enrolled as special students and received course credit for their 
extensive studies of the literature on teaching research. In addition, 
as researchers for CRT, they conducted an in-service program involving 
Sixty teachers and assisted with the collection, analysis and reporting 
of the data from January to June, 1979 (see MacKay, CRT Report No. 79- 
1-3, 1979b). The in-service teachers were drawn from thirty Edmonton 
schools and were assigned to two CRT project groups called Mode A and 
Mode B. The CRT in-service teachers and the researcher's pre-service 
teachers were both given treatment on certain teaching behaviors. The 
means of the behaviors common to both groups were compared in order to 
ascertain if the exit behaviors of the pre-service teachers were signi- 
ficantly different from the entry behaviors of the in-service teachers. 
However, the treatment methods for the pre-service and in-service 
teachers were different. Borg et al. (1970) found advantages in using 
different training methods with pre-service and in-service teachers. Two 
methods were used with the in-service teachers, one involving more teacher 
interaction than the other. One treatment mode (Mode A) used booklets 
and lectures outlining specific teaching behaviors; the other (Mode B) 
used videotaped presentations, worksheets, role-playing episodes, and 
small] group discussions in addition to booklets and lectures. Pre- and 
post-treatment tests were then given to the groups to determine if the 


treatment affected the teaching behaviors. 


Fifteen certified teachers who served as coders in both the re- 
searcher's study and the CRT project were trained to use the classroom 


observation instrument. This training involved observing tapes of 
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teaching episodes, discussing the observation and generally becoming 
familiar with the observation system. After observing a number of sam- 
ple teaching situations, the coders (in pairs) visited grade three and 
Six elementary mathematics and English classes. This procedure was 
repeated until 75% reliability (Scott, 1955) in the use of the observa- 
tion instrument was attained. The coders then visited the in-service 
teachers for six hours before and six hours after the treatment. After 
the coders completed the pre-treatment observations, the observation 
booklets which they had compiled were submitted for analysis. The same 


procedure was followed during the post-treatment. 


The CRT project focussed on the elementary grades in mathematics 
and language arts, and in some ways resembled projects that were con- 


ducted at the Research and Development Center at the University of 


Texas and N. L. Gage's research at Stanford University. For the Edmonton 


CRT projects, sets of teaching behaviors (see Appendix D) which recent 
literature support as desirable at the various grade levels and for the 
Subject areas involved in this study were translated into behavioral 


recommendations and were presented to the in-service teachers. 
In the CRT project, several questions were examined: 


1. Can short-term training have an impact on the behavior of 
teachers in an experimental situation? 


2. Will there be substantial differences in the behaviors of 
the teachers when comparing the pre- and post-treatment 
data? 


3. What impact will the recommended behaviors have upon pupil 
achievement in mathematics and language arts at the grade 
three and grade six levels? 


4. What impact will a research and development project of 
this nature have upon the operation of both the CRT and 
School district? 
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This particular research project was completed in May, 1979, and 
the report of the findings was completed by December, 1979. (See 
MacKay, CRT Report No. 79-1-3, 1979b). 


Specific Research Questions 


The present study seeks answers to the following questions: 


1. How did the experimental teachers differ from the control 
teachers in their use of the criterion behaviors and what 
were the effects of such differences in the classroom? 

In order to investigate the effects of modelling and 
feedback in the sample groups, significant differ- 
ences were calculated in the means of the behaviors, 
the classroom events (drill, activities and class- 
room management) and interactions used (product 

and process questions). Specifically, were any of the 
behaviors significantly correlated with the classroom 
events? 

2. What were the effects of the use of the criterion behaviors 
in different junior high music classrooms? 

In order to investigate the effectiveness of the 
‘direct instruction' behaviors in secondary classes, 
pre- and post-test academic engagement times were 
calculated for the experimental and control groups. 
Two calculations were performed: the first to deter- 
mine the effectiveness of the behaviors and the 
second, the behaviors' effect on the classroom. The 


effectiveness of the behaviors was discussed in terms 
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of the academic engagement times for both the experi- 
mental and control groups in different music contexts. 
The behaviors' effect on the classroom was discussed 
in terms of the allotted times for the various class- 
room events (i.e., drill, activities and classroom 
management) for each group. Specifically, were the 
treatment behaviors effective for secondary classes and 
what were the behavior effects on the different groups 
and the different music contexts? 
What effect did the feedback modes have on the behavior means 
exhibited by the two experimental groups? 
When compared with the control group means, did the 
experimental group implement the behaviors more 
effectively? How did each of the group perceive the 
effectiveness of the feedback? 

Do the behavior means of the in-service teaching behaviors 
differ significantly from those of the pre-service teachers? 
Of the thirty-one instructional behaviors observed, 
thirteen which were common to both the researcher's 

experimental and control groups and the in-service 

(CRT) group were compared. The comparison was calcu- 
lated between the in-service pre-test score and the pre- 
service pre- and post-test scores. The latter comparison 
was conducted to gather additional information about 
modelling while the former ascertained any group differ- 


ences. 
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How did each type of feedback affect each subject? 
What similarities appeared in the thoughts of the 
two experimental group members? Did the type of 
feedback influence a subject's future lesson 
planning? Were the results such as to permit the 
researcher to formulate decisions regarding lesson 


planning for teacher education in general? 


Delimitations of the Study 


In addition to those listed on page 13, the final study also 


includes the following delimitations: 


G 


The final study was restricted to fifteen student teachers, 
therefore reducing the generalizability of the results 
obtained by statistical analysis. 

Although it might have been possible for the observation 
System to have examined teacher and pupil use of time in 
any learning content area, this study was restricted to 
full-rehearsal, sectional and general music classes. 

The observation time was restricted to no more than six 
hours for each pre-service teacher. 

The observations were made in Melab as opposed to a school 
classroom. A variation of the Melab pre-service teaching 
situation included the supervision by three faculty con- 
sultants (cf.,only one in school settings). 

The data obtained from the SRI's (stimulated recall inter- 
views) were restricted to an analysis of planning phenomena. 


Planning phenomena topics included: goals and purposes, 
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instructional delivery system, instructional strategies, 
and content structure and sequence. The directed stimu- 
lated thoughts of the pre-service students were confined 
to the above planning topics. 

6. The interviews were restricted to the eight subjects in 


the two experimental groups. 


Data Sources 
Instrumental Instructional Behaviors 


The following thirty-one behaviors relate to instructional 
strategies used in instrumental classes. These behaviors are concerned 
with getting the students' attention and maintaining their interest. 
The behaviors center mainly on the organization and clarity of an 
effective rehearsal situation which emphasizes active student partici- 
pation in a variety of learning activities. The behaviors are cate- 
gorized as specific instructional, music instructional and interaction 
behaviors and are presented below. (Note: Because of the nature of 
the areas examined, many of the behaviors could also be termed instruc- 


tional strategies). 


I. Direct Instructional Behaviors 
A. Getting the Children's Attention 


1. Teachers should not begin speaking to the group until 
all the students are paying attention. 

2. Teachers should stop speaking or instruct a contributing 
student to stop speaking until all students are paying 
attention. 


B. Introducing a Lesson 
3. The teacher introduces the lesson with a brief overview. 


4. The teacher presents the objective or new words to be 
emphasized clearly at the beginning of the band period. 
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After presenting the objective or new words, the 
teacher has the students note them. 

A demonstration or explanation precedes the 
children's attempt to do the work. This would 
include warm-up and technique exercises which help 
clarify the students' understanding of the objective. 


C. Presentation of Material 
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Teachers should present information to students in 

a clear, orderly, well-organized manner. The teacher 
reviews at the beginning and as needed throughout the 
lesson; this supplies a review of past learning. 
Teachers should communicate at the pupils’ level of 
comprehension. 

Teachers should use a variety of instructional 
techniques -- adapting instruction to meet the learn- 
ing needs of individuals. 

Teachers should optimize academic learning time. 
Pupils should be actively involved and productively 
engaged in learning tasks. 


Music Instructional Techniques 


Teachers select repertoire material which is suitable 
to students' level of performance and understanding. 
The teacher puts the highlight or concept back in the 
repertoire with increased student understanding. 


E. Summary of the Lesson 


Ten 
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Near the end of the lesson, the teacher reviews the 
main ideas and essential content of the lesson. 

The teacher develops an appropriate evaluation system 
either by proficiency level of performance or by 
written responses to check students’ understanding. 
The teacher displays or plays the work of the students 
and leaves them with a feeling of accomplishment. 


Praise and Criticism 


Criticism should be used with discretion and should 
include specification of desirable or correct alter- 
natives. 

Teachers should direct disciplinary action accurately. 
Teachers should prevent misbehaviors from continuing. 


Teaching Style Behaviors 
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WITHITNESS: The teacher was aware of what was going 
On in the classroom. 


OVERLAPPINGNESS: The teacher was able to attend to 
more than one issue at a time. 
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21. SMOOTHNESS: The teacher facilitated the smooth flow 
of the lesson or a smooth transition from one activity 
to another. 


22. MOMENTUM: The teacher's behavior maintained the pace 
of the lesson. 


23. CLARITY: The teacher was clear in presentations to 
the class. 


24. PERSUASIVENESS: The teacher was able to motivate 
children. 


25. WARMTH: The teacher provided evidence of "caring," 
"accepting," and "valuing" for the children. 


26. EMPATHY: The teacher responded accurately to both 
obvious and less obvious meanings, feelings and 
experiences of the children. 


III. Interaction Behaviors 


27. Many different pupils were selected by the teacher to 
respond to questions. 

28. When pupils' answers were incorrect or only partially 
correct, the teacher used techniques such as rephrasing, 
giving clues, demonstrating or asking a new question to 
help the pupil to give improved response. 

29. The teacher used praise to reward outstanding work as 
well as to encourage pupils who were not always able to 
do outstanding work. 

30. The teacher used mild criticism on occasion to communi- 
cate expectations to more able pupils. 

31. When pupils initiated the interaction, the teacher 
accepted and integrated the pupil question, comment 
or other contribution. 


These eighteen specific behaviors, eight teaching styles behaviors, 
and five interaction behaviors are believed to promote effective learn- 


ing in an instructional situation. 


Research Instruments 


Classroom Observation System: One of the procedures of the study 
concerned the investigation of the effectiveness of the researcher's 
observation system. The following is a summary description of the Quest 


Observation System (MacKay, CRT Report No. 79-1-3, 1979b). The data 
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collection device used to investigate this problem was a coding system 
very similar to the one used by the Texas Research and Development Study 
(1977) which was adapted from the Brophy-Good Dyadic Interaction Coding 
System. (Good and Brophy, 1973; Brophy and Evertson, 1973). Both the 
contro] and experimental subjects were each observed for approximately 
six hours using this system and the resulting classroom data were 


recorded. 


The diversity of the processes occurring in the classroom 
necessitated the use of several different measuring scales. The scales 
used in the observation system focussed upon both the pupil's and the 
teacher's verbal and nonverbal interaction, and measured both cognitive 
and affective components separately. A number of checklists, rating 
scales and class descriptions were used to assess classroom behavior 
in its many dimensions. Checklists were used to record the frequency 
with which behaviors and types of interaction occurred during a period 


of observation (see T.M.0. [Three Minute Observation] in Appendix F). 


Two kinds of rating scales provided data from which the 
observers were able to infer the degree to which a trait or attribute 


was possessed by a teacher or a pupil. 


Although both low and high inference ratings were utilized by 
the observer, the latter was deemed more appropriate for the present 
study. The low inference scale which involved tallies of classroom 
interactions was only employed in the T.M.0. (see Three Minute Observa- 
tion, Appendix F) while the high inference scale was employed for al] 
the thirty-one behaviors. The latter category (i.e.,high inference) 
is more descriptive than judgemental and inferential. In addition a 


running tally of classroom activities (see C.A.D. [Classroom Activity 
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Bloom's findings, videotape viewings and interviews took place within 


48-hours after the lessons were taught. 


The present researcher was concerned with only the effects of the 
planning and the specificity of the behavior change. Questions were 
concerned with the noticing of the behaviors and the justification of 
their usage. This is in contrast with a more global type of stimulated 
recall where all the teacher's covert thoughts were investigated in the 
researches of Conners, 1978; King, 1979; Cooper, 1979 and Marland, 1977. 
In addition, the interviewer for the present study was not the researcher 


but another Melab supervisor. 


Because of the exploratory state of research in directed stimu- 
lated recall on preactive teaching, the inexperience of the researcher 
and interviewer with interview techniques, and the nature of the pro- 
posed questions, a pilot study was conducted. This pilot study involved 
the taping of a former pre-service teacher teaching a band lesson in a 
junior high school classroom. This pre-service teacher was then shown 
the tape and the researcher and the interviewer conducted the stimulated 
recall interview. The factors considered during the pilot study were 
as follows: 

1. Length of the lesson taped. 
2. Length of the stimulated recall interview. 
3. Degree of focal strength set by the interviewer. 


4. Choice of modes of questions by the interviewer and 
researcher. 


5. Whether the interviews were structured or non-structured. 


The results of the pilot set the stage for procedures used in the 


final study. 
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Description] in Appendix F) provided a sequential diary and a record of 
the time spent on drill, activities and classroom management in the 


classroom. 


In addition to the systematic observation system used by the 
coders, other data sources were also used. These were: directed stimu- 
lated recall techniques used to determine the effect of the feedback 
On each student teacher (see description below), a reliability check 
on the amount and types of feedback given to the subjects, and a 
validity check on the reliability of the supervisor's perception of 
the use of the behaviors. These are explained further in the Sample 


Treatment Section. 


Stimulated Recall Methodology: Stimulated recall is an intro- 


Spective methodology in which audio or visual cues or both are 
presented to assist a subject to recall the covert mental activities 


which the cues stimulated. 


Bloom (1953) states that “the basic idea underlying the method 
of stimulated recall is that a subject may be enabled to relive an 
Original situation with great vividness and accuracy if he is presented 
with a large number of cues or stimuli which occurred during the 


original situation." (p. 162). 


In the present research project, the stimulated recall procedure 
involved the subjects' viewing videotapes of their most recent micro- 
teaching session. Bloom (1953, 1954) discovered that the time lag 
between the obtaining and the showing of the stimulus should be no 
longer than 48-hours, otherwise the interviewees would experience 
memory loss when reliving the teaching experience and recalling what 


they were thinking during the videotaped lesson. In keeping with 
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Background Questionnaires: Questionnaires were administered at 
the beginning of the university year to all secondary music education 
pre-service teachers. The questionnaires sought mainly background 
information: previous university music courses completed, courses 
presently being taken, music courses completed in public school, dura- 
tion of private study, private music examinations completed, and pre- 
vious experience as a performer, director or teacher in school, church 
or elsewhere (see Appendix Q). The information obtained from the pre- 
service teachers is discussed under results and conclusions in Chapter 
V, along with a description of each subject's background and his 


individual pre- and post-test scores and his stimulated recall thoughts. 


Instructional Behavior Evaluation: After the treatment, question- 
naires were administered to the pre-service teachers to discover their 
personal opinions about the instructional behaviors: the usefulness of 
the teaching behaviors, the lectures, the demonstrations, and the 
microteaching, the effectiveness of the assistance given during the 
Planning of instruction, and the usefulness of the treatment to the 
Subject in implementing the instrumental instructional behaviors in 


their teaching (see Appendix P). 


Results obtained from the questionnaires indicated that all 
members of the class felt that the behaviors were useful and that the 
treatment method was either good or excellent. It is of interest to 
observe the relationship of the information given in these question- 
naires to the comments made by the same subjects in the stimulated 


recall interviews (for results see Chapter V). 
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The Pilot Study 


Stage I 
The objective of Stage I was to develop a model for training music 
pre-service teachers in the skills needed to teach a lesson on principles 


of Manhattanville Music Curriculum Project (MMCP). 


Forty pre-service teachers who were enrolled in the University of 
Alberta Curriculum and Instruction course during 1977-78 were instructed 
on the principles of MMCP and later viewed demonstrations and taped 
episodes of teaching situations. These demonstrations were later discussed 
and analyzed with regards to the skills used. Forms for evaluation teaching 
Skills and classroom interactions were also utilized by the pre-service 


teachers at the end of the treatment. 


stage II 


The objective of Stage II was to validate the effectiveness of the 


MMCP model developed in Stage I. 


Validation here meant the process of making the MMCP model theoreti- 
cally and operationally sound. The treatment for MMCP was presented as 
above, then an evaluation questionnaire was distributed. The Instructional 
Behavioral Evaluation (see Appendix P) rated the effectiveness of the MMCP 
in terms of usefulness, clarity, interest level and structure. In addition, 
questions concerning the strengths and weaknesses of the treatment were 


also answered. 


Stage III 
The objective of Stage III was to delineate the study samples, to 


implement the treatment, and to determine the effects of the processes 


used in the microteaching. 
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The forty subjects enrolled in the University's Secondary Music 
Method course were divided into four groups: one control and three experi- 
mental groups (Groups A, B and C). All groups received the treatment 
procedure described in Stage I for the MMCP constructs. In addition, 
the three experimental groups practised microteaching two mini-lessons on 
the concepts of MMCP and received one of three modes of feedback. The 
seven subjects in Group A received the feedback of peers and forms; the 
nine subjects in Group B received the feedback of supervisor and peers, and 
the eleven subjects in Group C received the feedback of peers, forms and 
Supervisor. The control group did not participate in the microteaching and 
hence did not receive any feedback. The entire treatment period lasted a 


total of six weeks. 


After the completion of the mini-lessons for microteaching, all sub- 
jects were to teach a Manhattanville lesson to the Melab junior high students. 
These lessons were videotaped and evaluated by independent judges. The 
evaluation criteria was based on the number of the skills practised and the 
level of proficiency attained in each skill. It was hypothesized that the 
teaching skills used in the mini-lessons would transfer to the Melab classes. 
Planning assistance was given by the researcher to any subject upon request. 
All the videotaped Melab lessons were evaluated on the Manhattanville Teaching 


Form (see Appendix A). 


stage IV 


The objective of Stage IV was to collect and interpret the data. 


The data was collected according to a post-test design and consisted 
of ten skills which were divided into: introducing a lesson, presenting the 
concept, and summarizing the lesson. These skills were evaluated on the 


Manhattanville Evaluation Form (see Appendix A). 
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The primary aim of the study was to compare the number of skills 
used by the experimental groups with that of the control. Skill assess- 
ment was rated by trained observers with an interjudge reliability of 
90%. Mean comparisons tested the hypothesis: student teachers who 
attend trial-teaching sessions will score significantly higher on the 


number of teaching skills than those who do not attend such sessions. 


The secondary aim of the study was to investigate the effects of 
the various types of feedback used in the trial-teaching. This 
involved comparing the means of both the number of skills used and the 
level of proficiency on the skills observed. Both sets of observations 
were scored as very satisfactory (3), satisfactory (2), and unsatis- 
factory (1). Non-parametric tests were then used throughout the pilot: 
chi square to compare the significance of the number of skills used for 
hypothesis one and hypothesis two, the Mann Whitney U Test to test the 
level of skill proficiency between the experimental groups for 
hypothesis three, and the Kolmogorov-Smirnov Test to test whether the 
results from the experimental group were significantly better than the 


control group for hypothesis four. 


Data Analysis 
Hypothesis One: There will be no significant difference between 


the number of acquired skills in the control and experimental groups. 
Results: The results for hypothesis one are discussed under 


results of hypothesis two. 


Hypothesis Two: There will be no significant differences between 
the number of acquired skills in the three experimental groups: PerxBs 
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Results: Thirteen subjects were rated to have the following 
means: four subjects in the control received a mean of 4.50, three 
subjects in Group A had a mean of 5.33, three subjects in Group B 
received a mean of 6.33 and three subjects in Group C received a mean 


score of 8.33. 


Hypothesis Three: There will be no significant differences 
between the proficiency level of the acquired skills exhibited by each 
of the experimental groups. 

Results: (Mann-Whitney U Test) the decision to accept or reject 
the hypothesis between the experimental groups was as follows: Group A 


to C - reject Ho., Group B to C - accept Ho., Group A to B - reject Ho. 


Hypothesis Four: The scores of the combined experimental groups 
will not be significantly 'better' than those of the control group. 

Results: (Kolmogorov-Smirnov Two Independent Sample Test) 
The scores obtained for the experimental and control were as follows: 
in the score range of 15-19 were 2 experimental subjects and 0 control 
Subjects; in the score range of 10-14. were 2 experimental subjects and 
1 control; in the score range of 5-9 - 2 experimental subjects and 0 
control; in the score range of 0-4 - 3 experimental subjects and 3 


control. Decision rule was not to reject. 


Results and Conclusions 


The results of the pilot study led the researcher to formulate 
conclusions based on analysis and observation in three main areas: 


the instructional plan, the instruments, and the feedback modes. 


The information obtained from the questionnaire administered 


at the end of the treatment enabled the researcher to make a number of 
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conclusions: (1) the behaviors (e.g., discovery - learning strategies) 
suggested in the Manhattanville model were too broad to be presented 
within the limited constraints of the treatment. (2) The time constraints 
made it impossible for the pre-service teachers to incorporate an 
adequate number of the essential teaching principles. (3) The 
instructional behaviors needed for small group instruction in MMCP 

were found inappropriate because of the limitations of the study. 
Finally, (4) it was observed that when teachers interacted with students 
(provided supportive verbal behavior, showed enthusiasm, gave 
encouragement) better student performance in music occurred. This 
Supports the research of Anderson et al. (1977) which demonstrates 


that class interactions are important for pupil learning. 


Videotaping and scoring procedures in the final teaching 
performance of MMCP were also ineffective. Technical problems encountered 
with equipment and the inadequate quality of the tapes made it 
difficult to obtain tapes displaying both pupil and teacher behavior 
Simultaneously. As a result, the evaluation results were often 
insufficient. The method of scoring the Manhattanville instrument (see 
Appendix A) left unanswered the question of what constituted an adequate 
Score? For these reasons, alternate observation and scoring systems 


were sought. 


The modes of feedback employed in the pilot study led to questions 
regarding the appropriateness of the experimental variables. Group C 
which had the feedback of peers, forms and supervisor performed signi- 

- ficantly better than Group A (peers and forms) and Group B (forms and 
Supervisor). This resulted in ambiguity as to whether the peers or 


the supervisor were responsible for the change. 


' 


6 


etisnupsas ematdord [hotndast upset tsi Me che onew “a 


(getestoxse pots. - vont BE eyotverad ade. (4 
siityoseni)ad 08 aeddivoor. Seat bane vito 
etn) erties atts aft {8) Aqomtiott ight -Foretni soared? hm pat 
ve Braroenh oF 2tehseat dotiee= #14 aft sot edt 

ONT (s) ef tonrg piiAane? lessneces ont, Te , 

TOP et = ne zit quove Lf eme HoT). D8oean ll al 
ybute ent To eNgry AS tna att 70 eeubied aceridess 
sspabute Atiw befomietat <ataRep UNSW a Bus payerazda aw ang 
even ,mesheuniine Lawores » soa en antl avi 

efaT « vba 20) atau ne agi 599, mre senha 
painaencinat. Ha TW. | «very |beigaqnoatepinit ¥< Asean 


pieriasl baud 107 Ses cent oun 20OLF 


nordaged [sath and tt os ubeavig va idan bi gat 


t} shan. 29¢67 Sh To here ait iubstisn! ia bite: 

a teltr VanQba ENG LPquas tod bbe altel “1669 

neito Siow effiead nobis oft ¥ fuser & a | 

abe) onsimindad| sti ymans einen sit gnivoye 6 boritem chil 

atsypabe 6 hejusttenos hs wa ayty 2oiln ots berewenay “thst (Wat 
smoteyer en tnds2 ‘bas not emseda erenieate, enoewel wane § 


anattegup & oa] WDuUI2 dutta pit ver bayotqns Adedbest 40 2 
It gions eateervey Padrenttysaxa six 4 os diana 
-tngte beonsitseg Vootviogue bag wit >. 24H to tosdheet ) 
bné aera) 4 quoyd tas Cartot bub ersaq).A ‘gNDAD: tata: + . 


10. 24seq sit Tarver ay 2m Urtaptdne nh teaginieey att ‘cto 


. Sodsia sti fot sidicrtmess evow emhuNeque: 


- 


Implications for the Final Study 


The problems encountered in the MMCP teaching method led to the 
formulation of a new set of instructional behaviors which are to be 
found in the Instrumental Instructional System (see Appendix E) while 
observation and scoring problems led to the development of the 


expanded Quest Observation System (see Appendix F). 


The problems encountered in the feedback modes and data collection 
led to several changes. Because of the small number of student teachers 
in the sample, it was decided to use two modes of feedback and the 
final study includes a description of these. The feedback to be 
received by Group A was videotape and verbal comments from the supervisor 
while that of Group B was videotape and written forms from the supervisor. 
There were four basic reasons for selecting the feedback modes outlined 


above. 


Firstly, ample evidence is available to suggest the effectiveness 
of the supervisor in the pre-service teaching experience (Blumberg, 1978); 
however, there are practical constraints placed on how university 
teacher-educators can do their work. Often they must decide whether to 
give verbal or written feedback to pre-service teachers, both not being 
possible due to monetary or time limitations. The present study can 
help decide the relative effectiveness of these two, thus, assisting 


the time constrainted supervisor to make more informed decisions. 


Secondly, from the following it is clear that written comments 


(i.e., forms) are valuable, 
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The Final Study 
Preparatory Procedure 


This study was conducted at the University of Alberta in 1978-79. 
The preparatory procedures involved three steps which are outlined 


below. 


Step one of the investigation involved obtaining information 
about fifteen pre-service teachers used in the study in order to 
determine experimental grouping. Facts concerning previous instrumental 
experience, type and length of lessons received, private teaching 
experience, age, years in university, and personal background were 
included. As well, the supervisor's teacher ratings in Melab were 


sought and used. 


Step two involved the assignment of the student teachers to the 
control and two experimental groups based on a stratified random 
procedure. Two main criteria were considered for the stratified 
grouping. One was the amount of previous contact that the researcher 
had with five of the subjects and the other was the previous band experi- 
ence each pre-service teacher had. This type of grouping helped avoid 
the chance that all the experienced subjects might be in one group. 

An additional criterion was that the timetables of the pre-service 
teachers determined when the microteaching sessions were held. Using 


these procedures the sample was divided into three equal groups. 


Step three involved the Melab class observations conducted by 
the coders, and the subsequent re-training of these coders. The 
observations took place before and after the treatment. Since the 


coders had originally been trained in observing elementary mathematics 
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...when teachers interact in a purposeful way with feedback 
provided from recording techniques (i.e., forms) they are 
indeed able to translate their ideas into behaviors and 
thereby gain the kind of musical and academic learning they 
desire (Yarborough and Madsen, 1976; p. 39) 


However, when to use forms and whether written or verbal comments can be 


used effectively are questions which the present study discusses. 


Thirdly, Dunkin et al. (1973) have demonstrated the effectiveness 
of videotaping in the student teaching experience. But whether a super- 
visor should employ written or verbal comments during the video play- 


back remains unexplored and forms a major part of this study. 


Fourthly, results of the pilot study indicate a significant 
difference in favor of Group B and Group C, both of which made use 


of a supervisor, as opposed to Group A which did not use a supervisor. 


For the final study, the above analysis led the researcher to 
speculate that subjects who received feedback consisting of videotape 
and verbal comments from the supervisor, will perform better on the 
instructional behaviors. The results of the pilot study indicated 
that when verbal comments were given by the supervisor, the treatment 
groups performed more skills than the group which did not use a 
supervisor. From the observation results obtained in the final study 


both quantitative and qualitative data concerning feedback are 


discussed in Chapter V - Qualitative Results. 
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and English behaviors, they needed further training in observing 
secondary music behaviors. This process took two hours before the 
first observation period and an additional hour prior to the final one. 
Since the coders had been observing elementary classrooms during the 
researcher's treatment, an additional hour of rebriefing on secondary 
music behaviors was deemed necessary before the post-test observations. 
All observations were conducted in each of the three classes before and 
after the treatment period. After the coders had completed the 
observation booklets, the booklets were immediately collected by the 


researcher who tabulated and analyzed the results. 


Sample Treatment 


After the subjects had been assigned to the control (N=7) and 


two experimental groups (N,=4, N,=4), all received a treatment of 


] 2 
modelled presentations on the thirty-one behaviors. These demonstrations 
were centered around behaviors for introducing the lesson, presenting 
information and summarizing the lesson. After discussing some of the 
theoretical aspects of MMCP, the subjects' viewed either taped or live 
demonstrations on MMCP lessons and then discussed their applicability 

for junior high instrumental or general music classes. Demonstrations 
were presented on the concepts of canons, imitation, phrases and accents. 
These concepts were taught later in the Melab classes in the post-test. 
After each of the presentations, distinguished features and cues of 

the behaviors were analyzed and discussed. The control group received 
this modelled treatment only while the two experimental groups practised 


the behaviors in two microteaching mini-lessons and received supervisor 


written of verbal comments. 
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In addition a further treatment procedure which consisted of 
practicing the behaviors (i.e., microteaching) with only the experimental 
groups was employed. The two experimental groups then taught two mini 
lessons in which Group A received feedback from supervisor's verbal 
comments and Group B from supervisor's written comments. Groups A and 
B were then interviewed with the SRI technique to obtain information 


about behavior change and lesson planning. 


Group A students were assigned to the microteaching sessions 
where they received feedback on teaching mini-lessons. This feedback 
consisted of videotape and supervisor's verbal comments. The micro- 
teaching practise sessions were held once a week for three weeks and 
every subject conducted two mini-lessons using the treatment behaviors. 
One trial was conducted at the beginning of the session and the other 
at the end. In the initial trial experience, each subject was video- 
taped during his presentation which was later viewed, within thirty-six 
hours, by the supervisor and subject. During the viewing of his mini- 
lesson the subject received verbal feedback on his performance. The 
Second mini-lesson was taught later and the subject then tried the 


Suggestions made by the supervisor. 


Two tests of feedback reliability were administered after the 
first trial. One checked the reliability of the supervisor in assess- 
ing the acquired skills, while the other checked the equality of the 
feedback given to the subjects. The first test was performed by an 
independent judge and the researcher who attained a reliability agree- 
ment of 84% (see Chapter III Reliability Tests). The second test 
was checked by an independent listener who heard the replayed feedback 


tapes and checked the quality of time, content and Supportiveness given 
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to each subject. From the results of the feedback reliability tests, 


it was concluded that the feedback given by the researcher was reliable. 


The last activity following the second mini-lesson of micro- 
teaching involved a discussion with Group A subjects and the researcher 
which centered on the effectiveness of the behaviors used. In addition, 
the second mini-lesson was viewed by an independent interviewer who 
used stimulated recall procedures to investigate the thoughts of each 
Group A subject. The interview procedure was planned in terms of con- 
tent, time and interactive directives as recommended by Bloom (1954). 
These taped interviews were later transcribed and behavior changes 
and planning processes were noted. A description of each experimental 


Subject's thoughts is presented in Chapter V. 


The following diagram is a flow-chart of the events for Group A. 


Group A 


iWial I (Audiotape) Trials It Interview 
Feedback 
Video taped Supervisor '| Videotaped Stimulated re- 


mini-lesson verbal com- mini-lesson call techniques 
presenta- ments to presenta - with students 
tion taped per- tion 

formance 


Two reliability checks 


Group B students were assigned to the microteaching sessions and 
met an additional one hour per week for this purpose. They received 
the feedback of videotape and supervisor's written comments. Like the 
members of Group A, members of Group B also presented mini-lessons in 
two trial sessions, one at the beginning and the other at the end of 


the treatment. After the initial trial session, the members of Group B 
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received written comments from the supervisor which described the 
effectiveness of the behaviors they had used. The subjects viewed their 
videotaped performance with the assistance of these completed forms. 
This viewing technique contrasted with Group A subjects who viewed 

their taped performance with the supervisor present. After the second 
trial teaching lesson which was also videotaped, the tapes were used by 
the subject and independent interviewer for stimulated recall. These 
taped interviews were later transcribed and compared to those of the 
Subjects in Group A. At the end of the microteaching experience, all 
Group B members participated in a general discussion which focussed on 


the behaviors used. 


The following diagram presents a flow-chart of the events for 


Group B. 


Group B 


Trhiah I Feedback Trtal Tt Interview 


Students view- | Videotaped Stimulated re- 
ing video per- mini-lesson call techniques 
formance with presenta- with students 
Supervisor's tion 

written com- 
ments Discussion 


Videotaped 
mini-lesson 
presenta- 

tion 


At the end of the treatment, a questionnaire (see Appendix P) was 
administered to the subjects in all groups regarding the effectiveness 
of the treatment. It is of interest to note the level of agreement 
between the subjects' written comments in the questionnaire and their 


verbal comments given to the interviewer (see Chapter V). 


Following is charted the treatment procedure for all groups (see 


Cha ct...1.).. 
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Summary of Procedures 


The procedures of the study discussed in this chapter and to be 
pursued in further detail in the Analysis of Data, are tabulated into 


the following operational phases. 


Preparatory Phase 
i El lOc Study. 


2. Designing a reliable observation instrument. 

3. Observer training. 

4. Placement of student teachers into the control and two 
experimental groups. 

5. Familiarization by the researchers with the potential pre- 
service teachers through the study of background question- 


naires, teaching timetables, and types of classes taught. 


Treatment Phase 

1. Designing an effective basic treatment consisting mainly 
of modelled events (i.e., videotapes, presentation and 
demonstrations). 

2. Structuring microteaching sessions into two practise 
sessions for each pre-service teacher. 

3. Videotaping each microteaching episode. 

4. Providing individual verbal feedback for each pre-service 
teacher in Group A. 

5. Preparing forms for written feedback with pre-service 
teachers in Group B. 

6. Administering the feedback forms during the previewing 


of videotapes. 
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7. Arranging the stimulated recall interview for both the 
pre-service teacher and the independent interviewer. 
8. Administering an evaluation questionnaire to all pre- 


service teachers. 


Classroom Observation Phase (This involved training in the 
use of the observation instrument). 


1. Observer training in and rating of Instrumental 
Instructional Behaviors. 

2. Charting the on-going processes of the class using the 
classroom activity description (C.A.D.) chart. 

3. Recording interaction techniques using the three minute 
observation (T.M.0.) manual. 

4. OQbtaining three hours of pre-treatment and three hours 
of post-treatment data for each pre-service teacher. 

5. Rebriefing the coders between pre- and post-treatment. 

6. Independent interviewer training on the observation 


system used. 


Stimulated Recall Phase 

1. Interview pilot. 

2. Designing an interview system. 

3. Arranging and audiotaping each experimental subject inter- 
view within 48-hours of the last microteaching session. 


4. Collecting the audiotapes and analyzing the results. 
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Summary Section 


The present study employs a quasi-experimental pre-post test 
design and a descriptive section. Two experimental groups and one con- 
trol group were investigated in music classrooms using a pre-post treat- 
ment intervention method. Independent coders (trained observers) used 
an observation instrument which consisted among other things of thirty- 
One teaching behaviors. The pre- and post-test observation results were 
then analyzed and compared. The descriptive section of the study in- 
cludes a stimulated recall analysis of the experimental subjects’ 


thoughts which were concerned with behavior change and planning processes. 


The operational procedures of the study consisted of a preparatory 
phase, a treatment phase, a classroom observation phase and a stimulated 
recall phase. The preparatory phase included selecting the subjects, 
conducting the interview pilot study, and training the observers (coders) 
and the interviewer. The treatment phase consisted of designing the 
observation instrument, structuring the treatment sessions, and organiz- 
ing the stimulated recall procedure. . The classroom observation phase 
included training the coders in music behaviors and a rebriefing of the 
instruments in the observation system. The stimulated recall phase con- 
sisted of conducting an interview pilot, designing the questions, 


organizing the interview and finally analyzing the data. 


Analysis of Data 


Overview 


Data in this study came from two sources; One was gathered from 


Observations of classroom behaviors, the other was gathered during the 
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Stimulated recall interviews. The first source produced quantitative 
data that were subjected to statistical analysis in an effort to under- 
stand the effects of modelling and feedback used in the treatment. As 
Such the independent variable were the Melab observations and the 
modelled demonstrations of the treatment. The quantitative dependent 
variables included the behaviors, the classroom events, the various music 
classes, and verbal or written feedback. The qualitative (i.e., 
descriptive) data came from the experimental subjects' thought processes 
regarding behavior change and planning strategies. The dependent 
qualitative variables therefore included the stimulated recall informa- 
tion. Both the quantitative and qualitative data taken together, support 
the researcher's belief of a more comprehensive understanding of the 


effects of feedback for training in pre-service behaviors. 


The qualitative data were analyzed under the planning phenomena 
of goals and purposes, instructional delivery system, instructional 
Strategies, and content structure and sequence. The planning phenomena 
combined with the personal phenomena (obtained from questionnaires) 


yielded data concerning effects of goal setting and feedback. 


Raw data for statistical analysis were the interval means for 
each teaching behavior, the number of minutes spent in each classroom 
event, and the number of interactions. These means were calculated 
for the control and experimental groups in each of the three contexts: 


full-rehearsal, sectionals and general music. 


Pre-post test comparisons were then employed to determine whether 
Significant differences occurred in the behaviors, the classroom events 


(drill, activities, and classroom management) and interactions. 
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Correlated scores which were subjected to t-tests were also conducted to 
ascertain the significance of differences between the CRT sample and 


the present researcher's pre-service sample. 


Qualitative Data 


The stimulated recall interviews yielded information about each 
Subject's thought processes regarding behavior change and planning 
Strategies. The manner of conducting and analyzing these interviews 
is discussed under three headings: interview pilot, the pre-service 


interviews, and the method of analysis. 


Interview Pilot 


Since the researcher administered the treatment procedures, it 
was deemed appropriate to use an independent interviewer whom it was 
necessary to train in interview techniques and in the operation of the 


equipment. This was done through an interviewer training program. 


For the interviewer training, a junior high school band rehearsal 
was taped. The band was conducted by an outside pre-service teacher 
who was a student teacher in the Edmonton Catholic School System. The 
independent interviewer then conducted SRI's with this pre-service 
teacher which were recorded on audiotapes, transcribed into typed 
copies, analyzed, and reorganized under the following planning 
phenomena headings: goals and purposes, instructional delivery system, 


instructional strategies and sequence. 
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From the results of the interviewer training program, guidelines 


were developed for the collection of the final research data. As a 


process of interviewer training, the following guidelines were formu- 


lated: 


bes 


Videotape viewing condition. It was found advantageous 
to conduct the interviews in private carrels. 

Choice of audio-visual equipment. After testing a 
number of microphones, sound mixers, camera lenses and 
VTR's, those deemed most effective were chosen for use 
in the research study. During the SRI, the audiovisual 
equipment was operated by the interviewer rather than 
by the interviewee in order to free the latter for 
maximum concentration on recall. 

Length of lesson taped. Since the teaching time for 
each microteaching mini-lesson was short (ten to fifteen 
minutes in length), it was necessary to tape the entire 
lesson. 

Length of videotape Wa ewed Since the tapes were brief, 
it was decided to view them in their entirety in order 
to elicit a maximum of information about each subject. 
Length of stimulated recall interview. It was concluded 
that the length of each SRI was 30 to 40 minutes. 

Types of questions set by the interviewer. The initial 
interview with the outside pre-service teacher followed 
the guidelines proposed by Marland (1977). These 
question guidelines included questions which were to be 
open-ended to start the verbal exchange, probing (if 


the interviewee did not give reasons for his response), 
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and clarifying (if the interviewer was not certain of 

the relationship between the response and the stimulus 
point). For a more detailed statement of the guidelines, 
see Marland and Cooper's suggestion in Appendix H. Inter- 
viewees were encouraged to ask the interviewer to stop 

the videotape at any stimulus point they wished in order 
to share their thoughts with the interviewer. The inter- 
viewer always stressed that the study was non-evaluative 
and the audiotapes were completely confidential. 

7. Choice of modes by the interviewer. It was found 
advantageous to sequence the suggested instructional 
behaviors for the study. Questions concerning music 
content and sequencing were asked during the interview. 
Although the questions were relatively open-ended, the 
recall was directed on the use of the behaviors, the 
effects of feedback, and the sequencing content. Open 
types of comments regarding feeling, beliefs and 


curriculum methods were not explored. 


Pre-Service Interviews 


The interview schedules were developed and tested by Marland 
(1977) and Cooper (1979). The SRI's goal was to explore the pre-service 
teachers' thoughts about instructional behaviors. These interview 
questions yielded information about the following planning processes: 
goals and purposes of the lesson, and instructional delivery system, 
Strategies, content structure and sequence. The behaviors used were, 
of course, affected by the type of feedback given to each subject and 


the extent of his preparation. By investigating the behaviors used, 
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the intents of the lesson, and the thoughts regarding planning, 
information was collected regarding the behavior changes for each 


experimental subject. 


Method of Analysis 


The interviews with the pre-service teachers yielded data about 
two types of phenomena: instructional and personal. Together, the two 
types of data provide a comprehensive basis for assessing the effects 


of feedback on planning processes. 


Although lesson planning as a process was not a primary focus 
in the present study, such information was collected because the inter- 
view pilot study had demonstrated that most exhibited behaviors are 
intent based. Therefore, the interview questions focussed on intents. 
Such intents fell under the following areas of instructional planning 
processes: goals and purposes, instructional delivery system, 


instructional strategies, content structure and sequence. 


Devising a type of content analysis for microteaching resulted 
in a different type of analysis system. Although Cooper (1979) and 
Marland (1977) had implemented a type of content analysis called SATIT 
and found it useful to describe teachers' information processing con- 
cerning interactive thoughts, the present researcher was unable to 
fully apply this type of content analysis. The constraints placed on 
obtaining information about behavior change and planning processes 
restricted utilizing al] the categories of the SATIT system and resulted 
in using the following categories: decision-making, reflections, and 


self-evaluation, the latter category being added by the present 
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researcher. Although not stated as a category, musical confidence is 


also discussed. 


Therefore, information was collected from the pre-service 
teachers' interviews under the two headings of personal phenomena and 
planning phenomena. Information was obtained from both sources to 


ascertain the effects of feedback on the planning processes. 


Planning Phenomena 


In the stimulated recall interviews, the principle things 
explored were the intents of the lesson. The intents were represented 
by the planning processes of goals and intents, instructional strategies, 
instructional delivery system, content structure, and sequence. Inform- 
ation was collected pertaining to whether or not each of these processes 


was planned. 


Also information for the planning phenomena was obtained from the 
coder's Melab observations. Pre- and post-tests determined the mean 
scores of the behaviors, the classroom events (drill, activities and 
classroom management), and interactions for each of the experimental 
Subjects. These mean scores were organized under the same categories 
as the planning processes (e.g., goals and purposes, strategies, delivery 
System, etc.) obtained in the stimulated recall interviews. However, 
whereas the SRI's revealed information of the intents of the lesson, 
the Melab observation revealed information about the observed behaviors 
of the lesson. The behavioral information obtained from the Melab 


observations was categorized as follows: 


1. The goals and purposes of the lesson were behaviors 


numbers four and five. 
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2. The instructional delivery system of the lesson was con- 
tained in four clusters of behaviors: content presenta- 
tions (numbers seven and eight), beginning-of-the-lesson 
behaviors (three and twelve), criticism and praise (six- 
teen, seventeen, eighteen and thirty), and lesson clarity 
(twenty-three). 

3. The instructional strategies in behaviors dealing with 
activities and demonstrations (numbers six, nine, ten and 
eleven). 

4. The content structure and sequence behaviors in two 
clusters of behaviors: the end-of-the-lesson behaviors 
(numbers thirteen through fifteen) and generic behaviors 
(number twenty-one-smoothness and number twenty-two- 


momentum) . 


Investigation of the stimulated recall interviews (which yielded 
information concerning each subject's lesson intent), and the observed 
behaviors of subjects during Melab lessons, yielded insights which were 


the basis for conclusions regarding feedback effectiveness. 


Personal Phenomena 


In addition to both his intended and observed behaviors, it was 
deemed appropriate also to gather personal information about each 
Subject. Information about each subject's musical and academic history 
was gathered using a background questionnaire (see Appendix Q). Personal 


information collected from the stimulated recall includes the following: 


Decision-making: Decisions were of two types: those made prior 


to and those made during the teaching of a lesson. The former were 
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planned and the latter were unplanned occurring either as a result of 


class interaction or spontaneously during the course of instruction. 


Reflection: Subject reflections were represented by content and 
non-content lesson characteristics. The first were directly related 
to lesson tasks and the second focussed on various dimensions of the 


Students' interactive processes. 


Self-Evaluation: Most of the thoughts about self-evaluation were 
concerned with the subject's teaching behaviors. The types of aware- 
ness involved in this evaluation related to one's own performance, 
instructional strategies, lesson content, one's personality, appearance 


and general teaching style. 


Effects of Goal Setting 


The planning of goals involves the formulation of objectives, 
considering possible steps to be followed, preparing instructional 
materials, and arranging classroom events. Morine (1976) states that 
Planning classroom interactions is also needed. Therefore data for 
goal setting for the present study are discussed in terms of planning 
for instructional behaviors needed for adequate academic engagement 
time, and substantial class interactions. Also the effect of the 
Planning in terms of behavior effectiveness for each subject is 


discussed. 


The first part of the data for goal setting presents the fol low- 
ing results: the differences between each subject's pre- and post-test 
behavior scores, the time spent on drill, activities, and classroom 
management. This part is followed by the interaction mean scores (i.e., 


the number of product-or-process-questions) and the results of the inter- 
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active behaviors (numbers twenty-seven through thirty-one). Finally, 
the effectiveness of the behaviors as found recorded on each subject's 
Instructional Behavior Evaluation Form is presented. 

The discussion of the results for goal setting centered around 
each subject's observed behavior effectiveness, their perceived 
behavior effectiveness and the subsequent affects on the classroom 
events. Discrepancies between the perceived effectiveness and the 
actual effectiveness of the behaviors and the results of the classroom 
events can be attributed to problems in goal setting in the problem 


finding stage. 


Yinger (1978) states that problem finding is the first step 
in planning. It is here that the general task is translated 
into a specific planning problem. The major process at work 
in this stage is a discovery process through which the pro- 
blem finding occurs. This primarily involves interactions 
among the planning dilemma, teaching goal conceptions, know- 
ledge, experience, and materials. (p. 27) 


Effects of Feedback 


The discussion for the effects of feedback was drawn in light of 
the following: each subject's perceived effectiveness of the treatment 
(Instructional Behavior Evaluation Form, Appendix P), the noted changes 
in teaching style behaviors, and the above results of goal setting. 

The conclusions based on the perceived and observed effectiveness of the 
treatment for each subject and the success of goal formulation were al] 
used as a basis for concluding whether feedback had been beneficial for 


the subject. 
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Quantitative Data 


The data collected for quantitative analysis were obtained from 
the various part of the classroom observation system: the classroom 
activity description (C.A.D.), the low inference coding items (T.M.0.) 
and the high inference behavior items. This observation system combined 
instruments used in previous studies and is aimed at the specific 
teacher behaviors identified in the review of the literature. The 
present section will briefly describe the types of data made available 


by the observation system and the manner in which they were analyzed. 


The measurements utilized in the classroom observation instrument 
(i.e., classroom activity description [C.A.D.], three minute observation 
system [T.M.0.] and the high inference behaviors) are described under 


Research Instruments found in this chapter. 


Although studies similar to the present one include pupil achieve- 
ment scores for their analysis, the present study does not and, rather, 


uses academic learning time as the data for analysis. 


Method of Analysis 


Data analysis took place in two phases: (1) the computation of 
the mean scores for the behaviors, the classroom events and the inter- 
~ actions which were collected by the classroom observation system, and 


(2) the relating of this data to the research questions asked. 


During the first phase, means comparison and correlated t-tests 


were computed using the following types of data (see Table 2). 
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Means Comparison: These include interval means and frequency 
means; the former comparing pre- and post-test scores of behaviors, the 
latter, pre- and post-test interactions and the time spent on class- 
room events (drill, activities and classroom management). (The 
behavior means are then related to the interaction and classroom 
event time means). This analysis was computed in two stages; one for 
Groups A, B and C and the other for different contexts of sectionals, 


full-rehearsal and general music. 


Correlated T-Tests: Two types of comparisons were calculated: 
One involving experimental groups and the other involving various 
music contexts - sectionals, full-rehearsal and general music. Pre- and 
post-test significant differences were calculated for the various con- 
texts and groups in the behaviors, classroom events (drill, activities, 


and classroom management) and interactions. 


The last thirteen behaviors common to the experimental groups 


and the CRT group were also compared. 


Research Questions 


The second phase of the data analysis involved relating the 
findings to the five research questions of this study. This takes 
place in the sections which follow and is preceded in each case by a 


discussion of the question being considered. 


Question ] 

The primary purpose of the study was to investigate the effects 
of microteaching, consisting of modelling and feedback, for training 
undergraduate music education students in a set of teaching behaviors. 


Within this context, question 1 asks: 
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How did the experimental teachers differ from the control 
teachers in their use of the criterion behaviors and what 
were the effects of such differences on the classroom? 


To pursue this purpose the students were assigned to three groups: 
Group A which received modelling and verbal feedback, Group B which 
received modelling and written feedback and Group C which received 
modelling only. These groups were compared on the thirty-one teaching 
behaviors, the three classroom events (drill, activities and classroom 
management) and interactions. The results are presented separately 


for each group and discussed. 


Additional light is thrown on question one using the same data 
by computing significant differences for the behaviors, classroom events 
and interactions of each group. In addition pre- and post-behaviors 
were correlated with the classroom events and interactions and discussed 


in terms of their effectiveness. 


Finally a discussion is presented which elaborates the effective- 
ness of modelling and feedback used in microteaching in terms of the 


academically engaged minutes for each group. 


Question 2 

Since the purpose of this question was to explore the appropriate- 
ness of the behaviors for secondary music classes, the present study 
used the pre- post test design to investigate the three music con- 
texts of sectionals, full-rehearsal, and general music. Within this 
context, question 2 asks: 


What were the effects of the use of the criterion behaviors 
in different junior high music classrooms? 


The mean differences were calculated for the combined scores from 
all three groups in the behaviors, the classroom events, and interactions 


in the different contexts of sectionals, general music and full-rehearsals. 
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However, Since there was only a smal] sample selected for general music, 


the results and subsequent discussions are restricted. 


The data are presented in two phases. One set of results presents 
the significant differences in the behaviors, classroom events and inter- 
actions for each group. The other set presents the academically 
engaged time for each context. The relationship of the behaviors, the 
classroom events and interactions is discussed in relation to the number 
of academically engaged minutes. Conclusions are then drawn as to the 


appropriateness of the behaviors for each context. 


Question 3 

Another purpose of the present study was to investigate the 
effects of types of feedback on the pre-service teachers' performance 
of teaching behaviors. Within this context, question 3 asks: 


What effect did the feedback modes have on the behavior means 
exhibited by the two experimental groups? 


Two types of analysis were performed with the quantitative data. 
In order to investigate the differences in the behaviors for all the 
grops, mean comparisons were conducted. T-tests were conducted in 
order to investigate the relationship of the behaviors to the classroom 
events. The latter results are discussed in relation to the classroom 


engagement times. 


In addition, a qualitative analysis regarding feedback was deemed 
necessary for each group. Descriptive analysis involved presenting the 
effects of feedback for each group. However, the effects of feedback for 
each subject are presented in Chapter V. In addition, information from 
the Instructional Behavior Evaluation Form was collected about each group's 
perception of the treatment and then discussed in relation to the effect 


Of the feedback. 
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Question 4 


Since there is some evidence available suggesting the teaching 
Style behaviors are learned only by experience (c.f., modelling) the 
present researcher used the pre-post treatment design to investigate 
this fact. Within this context, question 4 asks: 


Do the behavior means of the in-service teaching behaviors 
differ significantly from those of the pre-service teachers? 


Two mean score comparisons were conducted: the first compared the 
pre-test scores of the in-service teachers with the pre-test scores of the 
pre-service teachers on the thirteen common behaviors (numbers nineteen 
through thirty-one), while the second compared the pre-test scores of 
the in-service teachers with the post-test scores of the pre-service 
teachers. The first set of results demonstrates the significant differ- 
ences between the groups before testing while the second demonstrates 
the significant differences of the researcher's group after treatment. 


Differences can then be attributed to the treatment (i.e., modelling). 


Conclusions are presented in light of the planning behaviors 
(numbers one through eighteen -- Appendix E) and the effectiveness of 


feedback is presented for each group and discussed separately. 


Question 5 


Since the effects of the feedback were important to the present 
study, stimulated recall interviews were conducted with the subjects of 
Groups A and B which received verbal and written feedback respectively. 
Information was gathered in four areas: personal phenomena, planning 
phenomena, effects of goal setting and effects of feedback. The 
analysis was generally concerened with discovering the Similarities which 
appeared when comparing the thoughts of the two experimental groups 


and how feedback influenced the subject's lesson planning. Specifically 
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question 5 asks: 


How did each type of feedback affect each subject? 


Reliability Tests 


Reliability checks were conducted for behavior perceptions and 
the equality of the feedback administered to each subject. Both were 
used to check the reliability of the feedback given during treatment 


as Outlined below. 


The first test examined the reliability of the present researcher's 
perception of the treatment behaviors. Behaviors of both the teacher and 
the student were coded using the "Quest" observation system (see Appendix 
F). An independent judge and the present researcher coded the thirty-one 
teaching behaviors used by an outside subject teaching a Melab lesson. 

In similar studies, Evertson and Brophy (1976) claimed that a reliabi- 


lity agreement of 80% was acceptable. 


The reliability for the behaviors was calculated using the inter- 
coder agreement format which was highly recommended by Holsti (1969). 
Since the behavior interval scale was based on a Likert scale 1-5, it 
was decided to use the rules for minimal categories. That is, perfect 
agreement is assigned the coefficient of 1.0, disagreement one step 
removed assigned 0.5, and disagreements two or more steps removed assign- 
ed 0 in assessing the reliability of each behavior. The sums of the co- 
efficients are then divided by the total of the behaviors (for the 


present study 31) and the results indicate the reliability agreement. 


The results indicate that all but nine of the behaviors had 
perfect agreement (a coefficient of 1). Eight of these (behaviors 


number four, seven, fourteen, fifteen, nineteen, twenty-two, twenty- 
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seven and thirty) had coefficients of .5 and one had the coefficient 
of 0 (behavior number eight). The total sum of the agreement was 
26/31 or 84%. Therefore, it is evident from the result that the 


researcher's perception of the thirty-one behaviors was reliable. 


The other type of reliability check was administered during the 
verbal feedback stage of the study. Tapes of the first feedback 
sessions for each subject were replayed and analyzed to ascertain 
feedback equality. Another independent judge checked the use of the 
researcher's number of supportive or non-supportive comments given to 
the subjects, the time given for each session, and the quality of the 
content. The results indicated that an equal amount of support, time 
and content quality was administered to each subject. Since all 
feedback was comparatively equal, it is possible to conclude no special 


favoritism or guidance was given to any of the subjects. 
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CHAPTER IV 
QUANTITATIVE RESULTS 


Introduction 


The following chapter presents the results of the study and 


relates them to the research questions. The data were collected and 


analyzed in order to answer the following questions: 


ise 


How did the experimental teachers differ from the control 
teachers in their use of the criterion behaviors and 
what were the effects of such differences on the class- 
room? 


What were the effects of the use of the criterion 
behaviors in different junior high music classrooms? 


What effect did the feedback modes have on the behavior 
means exhibited by the two experimental groups? 


Do the behavior means of the in-service teaching behaviors 
differ significantly from those of the pre-service 
teachers? 


How did each type of feedback affect each subject? 


The results relevant to each question will be presented and 


discussed separately. The results for questions 1-4 will be presented 


in Chapter IV and for question 5 in Chapter V. 


Question ] 


One of the main purposes of the study and this question was to 


compare the effects of modelling and feedback for training under- 


graduate music education students in a set of teaching behaviors. 


Within this context, question 1 asks: 


How did the experimental teachers differ from the control 
teachers in their use of the criterion behaviors and what 
were the effects of such differences on the classroom? 
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To investigate the effects of modelling (i.e., the independent 
variable), two experimental groups and a control group were compared 
using a pre-post test design. While the two experimental groups were 
assigned to feedback modes (Group A - verbal feedback and Group B - 
written feedback), the treatment (i.e., modelling) was held constant 
for all groups. The analysis for modelling included comparing the pre- 
post test means of the thirty-one behaviors, the amount of time spent 
on the three classroom events (drill, activities, and classroom 
management) and the number of interactions. The results for the pre- 


and post-tests are presented separately for each group and discussed. 


Additional light is thrown on question 1 by investigating the 
effects of feedback and computing significant differences for the 
behaviors, classroom events and interactions of each group. Signifi- 
cant behavior differences which were found are also presented and 
discussed in terms of their effect on classroom events and inter- 
actions. These experimental results are presented in Tables 3, 4 and 


oF 


The effects of modelling obtained from the comparison of the pre- 
and post-test are also discussed in terms to the academically engaged 


minutes for each group. 


Results 


The results for each group will be discussed in the findings of 


the behaviors, the classroom events and the interactions. 


There were a number of differences in the thirty-one behaviors 
for each of the groups. In Group A there were eleven behaviors which 


were significantly different between the pre- and post-tests. Since 
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many of the pre-post test behaviors showed substantial differences, non- 
Significant improvement was noted on twenty-four behaviors for Group A. 
For a more complete description of the behavior changes see Appendix K. 
In Group B, there was only one significant difference. Even though 
there was non-significant improvement on fourteen behaviors, seventeen 
Showed decreases. In Group C, only two significant differences appear 


and non-significant increases were noted on seventeen behaviors. 


In discussing classroom events, the time spent on classroom 
management for all groups decreased. In Group A, however, there was 
an increase in the time spent on drill and activities; in Group B only 
an increase in drill was noted and a decrease on activities; and 
Group C, similar to Group B, spent more time on drill and less time on 


activities. 


In the findings for interactions, Groups A, B and C decreased 
their use of process questions and increased their use of product 
questions. All groups asked the same number of questions in the post- 


test. 


Discussion 


The first part of the discussion reveals information concerning 
the modelling effects and the findings are presented in terms of the 


academically engaged minutes. 


As expected, Group A, which received verbal feedback and 
modelling obtained substantially more significant and non-significant 
behavior gains and as such performed better than Group B which received 
written feedback and modelling or Group C (control) which received 


modelling and no feedback. 
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Since McDonald and Allen (1967), Koran (1968), Langer (1969) and 
Alper et al. (1972) found that viewing an appropriate modelling pro- 
cedure of teaching behaviors leads the viewer to the acquisition of 
those behaviors, the non-significant increases in Group C are probably 
attributed to the modelling procedure used in the treatment. This 
resulted in the advantageous decrease of time spent in classroom manage- 


ment, and a corresponding increase in drill time. 


The academically engaged time increased from 79% to 84% which 


was not significant for Group C (see Table 6). 


The latter part of the discussion reveals information concerning 
the feedback effects and the findings are presented in terms of the 


academically engaged minutes. 


Groups A and B which received feedback (and modelling) obtained 
the following results. Group A had a larger increase than the other 
groups in the percentage of academically engaged minutes (an increase 
of 13%), which was reflected in Group A's increase in both drill and 
activity time compared to Group B (and Group C) which increased only 
their drill time. Although the engagement times of each group were 
Similar in the beginning, the written feedback received by Group B 
resulted only in slight gains for them. The results of the effects 
of feedback will be discussed in greater detail under question 3 


and in Chapter VY. 
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TABLE 6 


Average Engaged and Allotted Minutes per Group in Music for Melab Classes 
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Group Test Engaged Min. Allotted Min. Engagement % 
Rs eer a OE eg ek ee ee ae 
A pre 28 35 80% 
post 39 42 93% 
B pre o7 4] 78% 
post 33 38 87% 
C pre 34 43 79% 
post Jl Sf 84% 
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Question 2 


The Melab observation took place in three contexts of music 
teaching (sectionals, full-rehearsals and general music). The purpose 
of this question was to explore the effectiveness of the behaviors 
for junior high music classes. Within this context, question 2 asks: 


What were the effects of the use of the criterion behaviors 
in different junior high classrooms? 


The mean score differences were calculated for the combined 
scores from all three groups in the behaviors, the classroom events, 
and interactions in the different contexts of sectionals, general 
music and full-rehearsals. However, since there was only a small 
sample selected for general music, the subsequent results and discussions 


are very limited. 


The data are presented in two phases. One set of results 
Presents the significant differences in the behaviors, classroom events 
and interactions for each group. In addition, the correlation of the 
behaviors to the classroom events and interactions is presented for 
Groups A, Band C.in Tables 8, 9, 10, 11, 12 and 13. The other set 
of results presents the differences of behaviors, classroom events and 
interactions for different contexts. Tables 14, 15, 16, 17 and 18 
present both non-significant and significant differences for these con- 
texts; sectionals, full-rehearsals and general music. Finally, the 
discussion of these results is presented in relation to the academically 
engaged minutes for each context (see Table 7, page 115). Conclusions 
were then drawn as to the results of the behaviors in the groups and in 


different contexts. 


The results and discussions for the groups will be presented 


followed by the results and discussions for the contexts. 
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Group Results 

From the results presented in Table 3 significant differences for 
Group A were found in eleven behaviors: 1, 3, 4, 5, 7, 8, 15, 18, 21, 
22 and 26. From the Summary Table in Appendix L, column 3, it is 
evident that the use of these behaviors was accompanied by the greater 


differences in process questions for Group A. 


From Group B, significant pre-post differences were found in only 
behavior number 12 (see Table 4). From the Summary Table in Appendix L, 
column 3, it is evident that this behavior produced the greatest differ- 


ences in both product and process questioning and classroom management. 


For Group C, significant pre-post differences were found in two 
behaviors, numbers 1 and 8 (see Table 5). From the Summary Table in 
Appendix L, column 3, it is evident that these two behaviors produced 
the greatest differences in the time spent on drill, activities and 


Process questioning. 


Group Discussion 


This section will discuss the effectiveness of the teaching 
behavior for junior high music classes and their effects on classroom 


events. 


Rosenshine's review (1979) refers to direct instruction as being 
academically focussed, teacher-directed, and as using sequenced material. 
Since there has been little research in music with this model, the 
Present study investigates its use and effect in various music settings 
(i.e., sectionals, full-rehearsals and general music). The behaviors 


center around moving the students through a sequenced set of materials 
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or tasks. The behavior means for each group are discussed in relation to 


the academically engaged times (c.f., student achievement gains). 


The differences in questioning and classroom events will be dis- 
cussed in relation to significant differences of the behaviors. This will 
be followed by a discussion of the academically engaged times for each 


group. 


The greatest behavior differences on the classroom events were in 
interactions as expected. All groups exhibited large differences in the 
past correlation between the behaviors and the product, process questions 
or both. It seems that when there is an effective use of the behaviors 
there are fewer resulting process questions as evidenced by Group A scores. 
However, the results in this area are ambiguous since Groups B and C 
Scores do not necessarily support this finding. This could have been due 
to the coder's inability to accurately record the questions asked in the 


classroom or to problems involved in the analysis. 


Another expected finding was concerned with classroom events. It 
is evident that when both instructional activities and drill are used in 
the classroom, the student remains on task longer. Evidence indicates 
that Group A which increased both the activity and drill time also had 
the greatest increase in academically engaged time. It can be concluded 
therefore, that even though drill is desirable in music classes, 


instructional activities are also recommended especially in general music. 


The results for the academically engaged time were at least 
/8% of the total class time for the group's pre-test and at least 84% 
for the group's post-test. It was also found that the higher the means 
Scores for direct instruction behaviors, the higher the academic 


engagement time. These findings suggest that this direct instructional 
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TABLE 7 
Average Percentage of Engaged Time for Total Sample in Music in Melab Classes 


Context Difference 


Sectionals 


Full Rehearsal 


General Music 
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TABLE 8 


Pre-Test Correlations of Behaviors with Classroom Events for Group A 
ee a a a ame wien Llassroom Events for Group A 


Sten cieeipiiecesenesessereenceonseeaeee er ee a eer re area terre ooreeeies mee Se a nn 


or Cases CLASSROOM EVENTS 
Behaviors N Drill Activities aa Product Process 
4 8 £25 .67 57 52 08 
2 fg | aa 15 45 .62* 34 
3 6 .76* 25 25 68 82 
4 . 6 68 04 45 437 47 
5 rs | 1a 93 .89 95 99x 
6 tm hae we 38 33 47 
7 a ee 62 26 61% £3 52 
8 | 7 | 10 48 08 34 . 33 
9 iY 7 .08 67% .73* 42 45 
10 3 | leq 2 29 65% 3 | 
11 Peg 38 05 15 2] 23 
12 8k ot 72 01 53 52 73 | 
13 55 |b SB 68 65 19 96% 
14 tag |! 16 49 42 42 i 
15 8 52 22 24 67 73% 
16 6 33 2 27 34 45 
17 5 84% 15 09 43 65 
18 | 5 55 29 35 77 79* 
19 HW 88. || og 15 .38 44 60* 
20 g6 114.06 27 30 65* 65* 
2] 7 60 04 Bi 24 87* 
22 8 34 15 2] 76* 59 
23 8 23 23 .76* 47 28 
24 7 13 07 04 57 77* 
25 7 63 29 Js 19 94x 
26 6 17 33 39 48 42 
27 0 a 3x -- -- ~- 
23 0 ca 33 -- -- -- 
29 4 23 43 .48 67 43 
30 0 a in -- -- -- 
3] 0 24 2 -- -- -- 


* - Indicates Significance level of .05 or less. 
Note: All correlations presented are Pearson product-moment coefficients. 
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TABLE 9 
Post-Test Correlations of Behaviors with Classroom Events for Group A 


Behavior 
aber: Cases CLASSROOM EVENTS 


Behaviors N Drill Activities Classroom Product Process 
= Management 
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* - Indicates Significance level of .05 or less. 
Note: All correlations presented are Pearson product-moment coefficients. 
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TABLE 10 


Pre-Test Correlations of Behaviors with Classroom Events for Group B 
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Behavior 
inber Cases CLASSROOM EVENTS 
Defi MAdtivitttes . /,bassteam Pedue 
= anagement 
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28 0 ,. B a ~ 
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30 0 ie .. + - 
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* ~ Indicates Significance level of .05 or less. 
Note: All correlations presented are Pearson product-moment 


t Process 


16 
SLO 
g23 
18 
S05 
109 
ley, 
24 
539 
.08 
a23 
26 


coefficients. 


4710) 


atoll 


¥ oo morre ak, 
Aon “yf Pata Ts Tata bo 7 we ee Ye 
=e 1OIROF" Srstagelieh, 


heat a 2 uo ce ed 


eae 


Pas 


fe 

f 2k r ON, ¥ 
* 
et ech ea , 7 


& 
; 
$ 
arate isses 
es 


y g #20. a «&, 
ne gc (2. ye 
o} b? EA, bike +H : 
j a) ay ies: ee 
oy CF St : 

A of gai ALY " 
alk *U\ Bt). Rb, 

cyt (he BG i. 

8. 


pat ame 
fica’ 


, 
v1 ad | ' LT ob. _ “a 
- -_— - pi 
% —— - ~~ 
x df ant 5 . 
& a -—- —-= 
~ - —- ~- —* 


a2 salah, tp Vavel oops} tinge 
.24nOtS tion. gnamon-7 whard noe bae Y6 batrsessg cactsukerios LIA" 4 


TABLE 11 


Post-Test Correlations of Behaviors with Classroom Events for Group B 
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* - Indicates Significance level of .05 or less. 
All correlations presented are Pearson product-moment coefficients. 
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TABLE 12 
Pre-Test Correlations of Behaviors with Classroom Events for Group C 


the Cases CLASSROOM EVENTS 
N Drill Activities ete er Product Process 
1 14 42 Ww 63 . 36 00 
2 1] 28 766 57% 25 44 
3 10 06 38 . 30 il 4 00 
4 10 15 18 47 04 16 
5 7 05 50 MOK} 28 .91* 
6 12 39 . 30 ae 62% 10 
7 10 13 #2) 26 ay 32 
8 12 .20 24 42 3] 29 
9 9 09 45 127 04 05 
10 15 05 AS AB 31 34 
11 15 24 .01 14 as 19 
12 15 07 .10 23 42% 02 
13 5 | 7 77 19 09 25 
14 8 30 03 37 25 34 
15 12 25 05 Ley 37 08 
16 10 06 05 23 2] 61* 
17 8 01 14 .84* 19 46 
18 10 21 18 37 54* 10 
19 15 04 06 a2 25 30 
20 1] 27 09 By 08 24 
21 13 03 05 02 33 16 
22 15 10 07 .09 26 42 
23 15 49g 13 1283 04* 25 
24 15 14 05 209 13 30 
25 15 24 06 .01 08 08 
26 9 17 08* .58* 69* 74* 
27 0 = aS -- == = 
28 0 = = -- = z= 
29 is 44 21 23 39 10 
30 0 a -- ots = or 
31 0 _ -- -- p> = 


* - Indicates Significance level of .05 or less. 
Note: All correlations presented are Pearson product-moment coefficients. 
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TABLE 13 
Post-Test Correlations of Behaviors with Classroom Events for Group C 


Behavior 
CLASSROOM EVENTS 


Classroom 


Behaviors N Drill Activities Management Product Process 
1 14 Bou 14 ald Oe -48* 
C 14 .49* 525 yee 205" 47% 
3 1] shy {68% 02 49 206 
S ly 24 . 58* -29 39 500 
5 7 08 68* 26) wks Oe 
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aC 02 05 | 
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* - Indicates Significance level of .05 or less. 
Note: All correlations presented are Pearson product-moment coefficients. 
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model which produced significant differences in similar studies dealing 
with elementary mathematics and reading classes (i.e., the Texas teacher 
effectiveness studies of 1976-78) is also effective for junior high 


School classes. 


Context Results 


This section is divided into two sub-sections; firstly the use 
of the behaviors in sectionals and full-rehearsals; and secondly, the 
classroom event times for each of these music contexts will be 
discussed. In addition, the limited results for general music classes 


will be presented and discussed. 


Sectionals: From Table 17, only one significant difference appears 


for the sectionals when comparing the pre- and post-test behavioral 
Scores. Also noteworthy are the non-significant changes which include 


fourteen increases and twelve decreases. 


The academically engaged times for the pre- and post-test were 
82% and 78% respectively. Although this indicates a drop of 4%, this 
is not significant. Because of the high amount of engagement time for 
both tests, it seems probable that the behaviors made little difference 
in sectional classes. However, since there was a decrease in twelve 
behavioral scores it would appear that the behaviors are less effective 
for small groups than for larger groups (full-rehearsals) where no 


Substantial decreases occurred. 


Full-Rehearsals: From Table 18, seven significant behavior 
differences are noted when comparing the pre- and post-test scores. 
However, scores on twenty-six behaviors increased non-significantly and 


One decreased. 
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The pre-post engagement times were similar (X = 81.5%); how- 
ever, all but one of the behaviors showed increases. It is evident 
from these findings that the behaviors using direct instruction 
principles are especially effective for full-rehearsal in junior high 
School classes. Although a similar finding was presented for general 
music classes which also contained a large number of students, this 
was not so in sectionals where a small number of students were taught. 
It would then appear that the direct instruction behaviors are more 
effective for full-rehearsal and general music classes (i.e., large 


numbers) than for sectionals (i.e., small numbers). 


General Music: Significant differences for general music were 
not calculated since the number of cases available was below five. 
However, twenty non-significant behaviors increased and only five 


decreased. 


Even though there was a small number of general music classrooms 
observed, a number of findings are noteworthy. The academic engagement 
time substantially increased in the observed general music classes and 
there were twenty behavior ratings which showed substantial increases. 
Because both the academic engagement times and behavior ratings showed 
increases, it may be concluded that direct instruction behaviors are also 


effective for junior high general music classes. 


Context Discussion 


The above findings show the music settings which produce the 
greatest engagement time. This section will discuss how the classroom 


event times were distributed in each of the settings. 
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Drill: At least half the time was spent on drill in all the music 
contexts. These results are in accordance with Rosenshine's (1979) 
recommendation that at least half the available teaching time should be 
devoted to drill. In addition the findings indicate that even in 
sectionals and general music classes, a quarter of the time is also 


Spent on activities. 


Classroom Management: A consistent improvement in all contexts 
was the expenditure of less time on classroom management which resulted 


from increased drill time. 
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TABLE 14 


Sectional Comparison of Pre-and Post-Test Differences for Total Sample 
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Full-Rehearsal Comparison of Pre-and Post-Test Differences for Total Sample 
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TABLE 16 


neral Music Comparison of Pre-and Post-Test Differences for Total Sample 
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TABLE 17 


Sectional Comparison for Pre- and Post-Test Correlated Differences for Total Sample 
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Question 3 


Another purpose of the present study was to investigate the 
effect of types of feedback on the pre-service teachers' performance 
of teaching behaviors. Within this context, question 3 asks: 


What effect did the feedback modes have on the behavior means 
exhibited by the two experimental groups? 


In answering this question both quantitative and qualitative data 
were analyzed. Quantitative results, included in Tables 20, 21 and 22 
present pre- and post-significant differences of the matched behaviors, 
the classroom events, and the interactions for each group. In addition 
Table 23 presents the summary of groups' high and low scores in the pre- 
and post-test behaviors, classroom events and interactions. The 
results demonstrated the effectiveness of the behaviors for each group 
and conclusions were drawn as to the most effective treatment received 


by each group. 


The qualitative analysis is in accordance with the findings 
presented in the Effects of Feedback section in Chapter V. However, 
conclusions are presented here in terms of group differences rather 
than subject differences. In addition the discussion also presents 
information from the Instructional Behavior Evaluation Form about each 
group's perception of the treatment which is then discussed in relation 


to the effects of the feedback. 


Results 


In this section the pre-post test behaviors and their resulting 
effects in terms of academically engaged times are discussed. In 


addition to the significant differences of the pre- and post-test scores, 
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non-significant differences will be discussed. The high ratings of the 
non-significant differences are scores of 3.5 or above for the 
behaviors, and above the average mean scores for the classroom events 
and interactions. The low ratings of the non-significant differences 
are scores of 2.5 or below for the behaviors, and below average mean 


scores for the classroom events and interactions. 


The significant difference of the two experimental groups 
differed. In Group A there were eleven significant differences, and 


in Group B there was only one (see Tables 20 and 21). 


The large (but non-significant) differences between the two 
groups also merit discussion. From Table 23, Group A received low 
ratings on three behaviors in the pre-test and none in the post-test, 
while in Group B there were two behaviors rated low in the pre-test 
and none in the post-test. However, the high rating for Group A's 
post-test changed from six to twenty-eight, while Group B's post-test 
highs changed from nine to thirteen. For a more complete description 


of the changes see Appendix N. 


There were no significant differences in the classroom events and 


interactions for either Group A or Group B. 


The non-significant changes for the experimental groups' class- 
room events and interactions are as follows: Group A's pre-test scores 
included low ratings in activities, classroom management and product 
questions and the high ratings included drill and process questions. 
Group B's pre-test scores included low ratings in drill and product 
questions and highs in activities, classroom management and process 


questions. 
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TABLE 20 


Identification of Significant Behaviors for Group A 
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TABLE 21 


Identification of Si nificant Behaviors for Group B 
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TABLE 22 


Identification of Significant Behaviors for Group C 
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The post-test non-significant scores include the following: for 
Group B, low ratings were obtained in drill and highs in activities, 
classroom management, process questions and product questions. Group 
A's ratings include lows in classroom management, product and process 


questioning and drill, and highs in activities. 


In summary the largest change (from low to high or vice versa) 
for Group A's pre- to post-scores occurred in activities which changed 
from low to high and process questioning which changed from high to 
low while the largest change for Group B occurred in product questions 


which changed from low to high. 


Discussion 


The discussion of modelling for question 1 also gave the results 
for feedback (see p. 106). The findings indicated that Group A which 
received verbal feedback, had more significant differences (i.e., 
eleven) in the behaviors than Group B (i.e., one) which received 
written feedback or Group C (control) which received no feedback. In 
addition, the results indicated that Group A was also better in that 
the amount of academic engagement time was higher than in Groups B 
and C. Group A also increased their activity and drill time, while 
Group B and Group C increased the drill time only. 

From the above findings, it is evident that the behavior changes 
led to more activity time and fewer process questions for Group A 
while more product questions helped lead to the changes incurred by 


Group B. 


The stimulated recall interviews yielded information regarding 


each subject's perceptions of feedback. Following is a discussion of the 
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similarities of these feedback perceptions found in Chapter V: Effects of 


Feedback. 


All Group A members believed that the behaviors were helpful in their 
teaching and their beliefs were supported. Positive results were noted 
On nearly all the behaviors which in turn produced advantageous results 
in the classroom (i.e., more time on drill and activities and less time 
on son management). All but one subject found that the verbal 
feedback aided them with lesson planning. The one exception believed she 
only benefited to a limited degree. For further information regarding the 


effects of feedback see Chapter V. 


All the Group B members also believed that the behaviors were helpful 
in their teaching but Melab observations of their teaching performance 
indicated that this was not so. Many behaviors were rated low after 
the treatment and as a result many inconsistent findings were noted in 
the classroom events (i.e., more drill time and less activity time). 
Because of the decrease in performance in the behaviors, evidence was 
presented indicating that Group B subjects had a problem with 
planning. In addition, all had problems identifying with the cues 
provided in the written feedback. For further information regarding the 


behaviors, see Appendix E. 
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Question 4 


Since there is some evidence available suggesting that teaching 
Style (i.e., behaviors 19-26) and interactions (i.e., behaviors 27-31) 
are only learned by experience, (c.f., modelling treatment) the present 
researcher investigated this area. Within this context, question 4 asks: 


Do the behavior means of the in-service teaching behaviors 
differ significantly from those of the pre-service teachers? 


Two mean score comparisons were conducted; the first presented in 
Tables 24, 25 and 26 was the pre-test scores of the in-service teachers 
compared to the pre-test scores of the pre-service teachers on the 
thirteen common behaviors (numbers 19-31), while the second presented in 
Tables 27, 28 and 29 compared the pre-test scores of the in-service 
teachers to the post-test scores of the pre-service teachers. The first 
Set of results compared the significant differences between the groups 
before testing while the second demonstrated the significant differences 
for the researcher's pre-service group after treatment. In addition 


Tables 30 and 31 present the summary of both group comparisons. 


Conclusions for the effectiveness of the teaching style and 
interaction behaviors were presented in light of the planning data 
results (behaviors 1-18). In addition the effectiveness of the feedback 


was presented for each group and discussed separately. 


Results 


The first set of results indicates whether the CRT random group 
of teachers is significantly different from the researcher's pre-service 
Sample. To investigate this question, the pre-test results of the CRT 


Sample are compared to the pre-test results of the researcher's sample. 
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From Table 31, evidence is presented that the CRT in-service 
sample and the researcher's pre-service Sample are generally the same 
Since there were few significant differences when the groups were 
compared; Group A demonstrated two significant differences, Group B 


One, and Group C two. 


The last set of results give evidence as to whether the CRT 
in-service pre-test behavior scores are significantly different than 
the researcher's pre-service post-test scores. The results demonstrated 
the effectiveness of the treatment (i.e., modelling). This comparison 
gave evidence to a number of behavior mean differences. Before dis- 
cussing these differences, it is important to note Group A, B and C's 
differences. In comparing the groups pre- and post-test scores on 
the thirteen behaviors, Group A improved substantially on every 
behavior except one, Group B decreased on every behavior except one, 


while Group C did not change their behavior scores. 


In the post-treatment comparison, Group A's ratings on the 
behaviors included ten higher, two the same, and one lower than the 
CRT pre-test scores. In Group B all behaviors except one were rated 
lower than the CRT scores. In Group C all except one of the behaviors 


were below the CRT sample. 


In summary although Group A increased (not in all cases signi- 
ficantly) on nearly all behaviors, because of the smallness of the 
sample, only five of these behavior differences were significant. 

Group B's performance declined on most of the behaviors and of these 
differences six were significant. Group C remained unchanged; however, 
when compared to the CRT pre-test, nearly all Group C scores were 

below the CRT means (one significantly low) and one exception being 


Significantly high. 
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TABLE 30 
A Summary Comparison Between 


CRT Pre-Test Score and Researcher's Post-Test Score 


OE Seas re aa Sap Sa Sa Re ee a eB STRUT EOE a Pe DOS hts RS MRE LAER SIE AE I SI SON te a a | 
| CRT | : 
aga (Total Sample); Group A Group B Group C 


Pre-Test Post -Test aca a | Post-Test | 
| Behaviors x xX | xX | X 
= ! 
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eet nr 


19 
20 
21 
Ee 
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| 
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| 
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24 | 
25 | 

“= 
27 | 4.31 pot shoe ea GIVE 50H | 3.80 | 
28 | 3.85 : 38a) he, [eertarede 3.20 | 
29 3.59 : 3.81 | 3.50 3.33 | 
30 3.31 i 3.93% | 3.00 4.00% 

3] 4.04 4.10 | 3.70 | 3.45 


* - Indicates Significance level of .05 or less. 
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Discussion 


From both the review of literature on teacher effectiveness and 
the high pre-test scores of the thirteen behaviors of the in-service 
teachers, it can be concluded that the behaviors dealing with teaching 


style and interaction are important in teaching. 


Since the pre-treatment results for all groups were nearly the 
Same, evidence was given to substantiate the equality of the groups 
in the pre-test. However, in the post-test, several differences appear. 
Group A's scores were higher on nearly every behavior except two when 
compared to the CRT in-service pre-test scores, and Group B and Group 
C's behavior scores were lower on all behaviors. This gives evidence 
as to the effectiveness of the verbal feedack treatment for 
Group A which also received high ratings in the planning behaviors 
(numbers 1-18). A number of studies give evidence that teaching style 
and interaction behaviors can only be learned from experience during 
the first years of teaching; however, the results for Group A indicate 
that these behaviors can be effectively learned before entering the 
teaching field. In conclusion, it may be that effective planning 
results in better teaching style and more effective classroom inter- 
actions. In addition, microteaching using modelling techniques and 
verbal feedback is an effective technique for training both teaching 


style and interaction behaviors. 
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TABLE 31 
A Summary Comparison Between 


Total CRT Pre-Test Score and Researcher's Pre-Test Score 


CRT 
(Total Sample) 
Pre-Test 


ITEM 


Behaviors 


Group B Group C 
Pre-Test Pre-Test 


Si. $550) 


* - Indicates Significance level of .05 or less. 
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CHAPTER V 
QUALITATIVE RESULTS 


Introduction 


The purpose of this chapter is to answer question 5 which 
asks: 
How did each type of feedback affect each subject? 
Since ascertaining the effects of feedback for each Subject was 
the primary aim of question 5, stimulated recall interviews were con- 
ducated with the members of Groups A and B which respectively received 


verbal and written feedback. 


The results are presented in terms of planning phenomena and 
personal phenomena. A discussion of these results is presented in the 


Effects of Goal Setting and the Effects of Feedback sections. 


For the planning phenomena, the stimulated recall interviews 
explored the intents of the lessons. These intents were represented 
by the planning processes of goals and objectives, instructional 
Strategies, instructional delivery systems, and content structure and 
Sequence. Both the intended and observed behavior calculations used 
these same categories for analyses. Observations for the pre- and 
post-tests resulted in mean scores on thirty-one behaviors, time 
durations for classroom events (drill, activities and classroom manage- 
ment) and the number of interactions for both experimental groups. 
From the stimulated recall, information was collected concerning the 
intended behaviors of teaching, while in the Melab observation, informa- 
tion was collected concerning the observed behaviors of teaching. 


Toa 


<joatdus 1 OSo Poets sanehiesh 26 set thee BAW 

26w sostdu2 dogs VO? soedbesh Fe eioatts aa pntatadonen on 2) 
-~gn oven ewaryyetn? I feaeN revetuittse 2 nottesup:to mts 
boy Fane i lca dotiw Gate A aquoid 74, Seer NF 
inte nsaataw b 


bis siguonsrig! pardasig te ania?’ ni tpqveres a) ont ree yy 
add nf beddeeeva et etihesy geany Ty notzewo2th A pee 6m 
-anotyose dosdbset To 2tostta on One antasen f apa 2 


oa 10H 
bednszouge svew 2anodar sept: ‘upebike: oe yo edaeant ont ber 
lanotiauident ,2avedaaide hos 2feap So cezesoorg eater 

bas giiauite tnetpeo bas ‘dal age yiaviiae fgrotsour tent * 
baey asnatjeiuohio -robvsifsd hairaeiy or bebnetnt ots dod 
bing -ax0 SAY “ot eneireynaedg .zseyhene wit est OgssaD, ante 94 
sme «eat varied ano=rity NO-asieo2 neam at bes fueey 4 
“SDB caldera. beets eats tion ER) aninave moore 26 [> sot @ 
PONTE Ininewtrsqne dod: Yo? ehotinmvatet To sadwun ‘ot ‘bra: { 


ewery's roan { {sae" batsiumtia: gat 


ah 


at} antivrsondo batos! top zew notiamotnr i tdosy bade Tumtse any 
-~sincint .jotzevrs2do daleM aaah aittie .gnficeas to eorvened baba 
-gntioae: Yo svotvated Baumsemo sis antayesae batoalloo es¥ 

a a 


7 


153. 


In the personal phenomena information, background was collected 
about each subject's musical and academic history (see Appendix Q). 
In addition information was collected from the stimulated recall inter- 
views about: decision-making which involved interactions and instruc- 
tional methodology, reflections which arose from the subject's intro- 
Spection concerning the events of a lesson, and self-evaluation which 


was concerned with personal teaching behaviors. 


The Effects of Goal Setting are discussed in light of the 
results obtained from the planning phenomena and personal phenomena, 
which include the time spent on classroom management, drill and 
activities, and the amount of class interaction. Finally, discrepancies 
between the perceived effectiveness and the actual effectiveness of the 
behaviors resulting in certain classroom events are also discussed in 


terms of goal setting. 


The last section encompasses the Effects of Feedback, which are 
discussed in light of the results of goal setting problems, the teaching 
Style behaviors (numbers 19-26), and the perceived effectiveness of the 
treatment (Instructional Behavior Evaluation Form, Appendix P). The 
findings of the preceding are discussed in terms of the effectiveness of 


the feedback (verbal or written) for each subject. 


Chapter V presents a summary of each of these findings for each 


Subject and concludes with a post hoc analysis. 
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DENIS 


The data results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 


Planning Phenomena 


The stimulated recall interview reveals the following about Denis' 


prepared and unprepared activities. 


In the planning of the lesson, Denis was effective in setting an 
objective for the class and demonstrating it. He wanted the students to 
notice certain melodies in the music and he demonstrated these by playing a 
record of the melodies he had selected. The instructional delivery 
System was unprepared, however, as demonstrated by the fact Denis was not 
clear whether he wanted the students to talk about melodies or play them. 
The sequence of the lesson activities was also unprepared as demonstrated 
by the fact that he assumed that the students could play the complete 
melodic line without rehearsing its various subsections or phrases. When 
questioned, Denis was even unsure about the length of the melodic line, 
and about the types of rhythmic notation and the key he wanted pupils to 
use. His explanation of what comprises a melody reflected confusion 
about the difference between a thematic unit and a melody. Decisions made 
during the course of the lesson were unplanned. That this was so was 
demonstrated by Denis' lack of directions for a new student who arrived in 
the class. In organizing the performance of the students' melodies, Denis 
didn't plan the delivery system for the students, as was demonstrated by 
the students' arguing about who was to play first, what he would play, and 


who the leader was to be. Even though there was confusion as to how to 
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perform the melody, the specific right and wrong composing techniques 
were not discussed. Denis did manage to praise and reward student's 


efforts. 


Denis' evaluation of the lesson consisted of reflections on the 
instructional strategies he employed and his own teaching ability. At 
the end of the lesson, he stated that he was not sure whether, after the 
Students had played their melodies, they really had heard them or whether 
they were merely improvising. Recalling the teaching strategies he used, 
Denis stated that he would use the same objective again but that he would 
change the procedure for developing it. He also stated that he didn't 
Know how much the students were accomplishing and believed that if he 
were better organized he would be able to indicate each student's 


accomplishments to the class. 


The observations made by the coders in the Melab lesson indicated 


the following changes in Denis' teaching performance. 


In the formation of goals and objectives, for sectional and general 
music classes, Denis rated below average (2.5 or below) in the pre-test, 
whereas, in the full-rehearsal, he was average. He improved to above 
average (above 3.5) in both sectionals and full-rehearsals post-tests; 
and even though below average in the general music post-test, he did 
Successfully formulate a general music goal which had not been attempted 
in the pre-test. He was not successful in having the students note the 


Objective in any of the classes. 


In his instructional delivery system, the following changes 
occurred. In both the pre- and post-tests, Denis scored low on the beginning- 


of-the-lesson behaviors. He had difficulty gaining the students’ attention 
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in all of the classes. However, what was presented in the lesson was clear 
and organized and was at the level of the students’ comprehension for both 
the pre- and post-tests. In the use of disciplinary techniques, Denis 
scored low in both the pre- and post-tests in using criticism, directing 
disciplinary action accurately, and preventing misbehaviors from continuing. 
He improved in his use of criticism in sectionals but not in full-rehearsal 
Or general music, although in the latter, his presentations to the class 


improved. 


In instructional strategies, the following changes were observed. 
Denis successfully explained the objective in the full-rehearsal and 
sectionals post-tests despite being unable to do so in any of the pre-tests. 
However, he did not succeed in optimizing tne use of the academic learning 
time in the post-test even though he was moderately successful in selecting 
material suitable to the students' level of understanding. He 
was unable to accomplish this in sectionals and general music classes in 


the pre-test. 


In organizing the content and sequence of the lesson, the following 
changes were observed. In the sectionals and full-rehearsals pre- and 
post-tests, but not in general music, Denis successfully put the objective 
back at the end of the lesson. He reviewed the main ideas of the lesson 
in the sectionals and full-rehearsals post-tests but not in the pre-tests. 
However, he failed to review any of the main ideas in the general music pre- 
and post-tests. He developed an appropriate student evaluation system for 
the sectionals and full-rehearsals post-tests despite his failure to do so 
in the pre-tests. He successfully left the students with a feeling of 


accomplishment in the sectional post-test but not in either the sectional 
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or full-rehearsal pre-tests. His overall smoothness which was facilitated 
by the smooth flow of the lesson was successful in the full-rehearsal 

and sectional pre-tests but not in the sectional post-test. He maintained 
the pace of the lesson in the full-rehearsal and sectional pre-tests but 
not in the post-tests. He maintained the pace in the general music post- 


test despite not doing so in the pre-test. 


In his use of interaction behaviors, Denis rated low in his 


interactive techniques in the pre- and post-tests for all classes. 


In summary, the coders' observations of the Melab lessons revealed 


the following about Denis' teaching performance: 


1. His demonstrations were clearly presented. 

2. He successfully (displayed improvement) formulated goals and 
objectives in class. 

3. He was successful in implementing instructional strategies. 

4. He demonstrated both successes and failures in content 
structure and sequencing information. 

5. He was unsuccessful in calling the class to attention before 
teaching. 

6. He failed to attend to disciplinary problems effectively. 

7. He was unsuccessful in‘optimizing the use of academic 


learning time in any of the classes. 


Personal Phenomena 


Several items in Denis' personal background are of importance. He 
was a third year student at the time of the present study, had completed 


most of his music requirements and was currently enrolled in education 
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courses. He had studied piano for eight years and had passed the Western 
Board Grade VIII piano examination. Even though he had not been enrolled 
in public school music he had participated as a pianist in several 


ensembles and bands. 


A number of items are of importance in Denis' decision-making pro- 
cesses. There was a discrepancy between his interactive and instructional 
decisions, the former being unplanned while the latter were planned. In- 
teractively, he had not thought of using the students' ideas and/or 
experiences in developing the objective at the beginning or evaluating it 
at the end of a lesson, nor of using the students' ideas for developing a 
melody during a lesson. However, in planning the instructional decisions, 
he selected a listening example for the beginning of a lesson, and decided 
that the students would produce pentatonic melodies with a given time 
Signature at any tempo a student wished. Therefore, even though the content 


definition had been decided, Denis did not plan its sequence. 


On reflection, Denis remarked on a number of important items. He 
noted the differences between teaching ih the microteaching situation 
with peers and with junior high children. Most of his reflections were 
self-evaluative. He concluded that he wouldn't change the lesson 
objectives but would change the procedures for developing them. He didn't 
think that he was successful in using students' ideas for developing the 
lesson. He also indicated that the use of positive reinforcement would 


have helped the students to feel successful at the end of the lesson. 


Effects of Goal Setting 


In Denis' use of the behaviors cited above, the following classroom 


a fa ; 
oh), Ae cat 

 entesl edt bereny bee be a dint er ane 
bel Towne nesd ton Sart at, Aphont nova <li 
favovee nt. yetrelg, 6, 2b! Bstegt ahse bart oe 


-tg pitti tem-nolztoob * 2) nia Ar Sonus wom? (to ave angdt to 8 dmv it 
a 

fonoisourihent pas evil prea ath nggursd yoreqanaerd — 3 
nl 6. Wanisto grey ASioet ott ab Pyty, bonngfiau ira eine? 8 
jo\bne ecsht ‘ejiahyse Say la +d er ten bea@ 

+t onticuleve vo ontintsed ahh reniiinten ad onlee ab 7 
s mitaplgvsh, 10? easbr ‘ern ‘owe efx aintey hu vor. ites. 
,2neleivab Tedotsoorseni. ons we Front nn). (owe pies 
babigsh. han .ndezs! & To eatnntaed aed Ww? al qmaxs lied ob 
anid Wevip 6 nitw 2etboiar ofetaine Stwkow’ Siaow z oe 2 9 

hays add ApyONY avo .aORBYSNT Bonet drat? «comes Ni | : 


esysypae oa; nehg oan Bit etna ‘ujutantaal Ma 


+ \ babe 


a epee? fnesoqut 7 vednie 6 ie botigney shined mortal : 
aol tout? 2 BEENoSES OV >TH ant nt ark ased® ‘sawiad coat 
Siw snot apad tar art Yo fa 1 Adri Herd sofaet as bne @ fa 
aoget ‘ots gpngt> 2 intiunn att ite bebuel 2400 oH lh -" 
| ieee 10? “panels 2oheda vie and ovis 


Sor 1 
of gisiven te 


159. 


effects were noted. In all classes, he increased his time in drill but 

in full-rehearsal and general music he also increased the time spent on 
activities. However, the biggest change in teaching was a substantial 
decrease in the amount of time spent on classroom management in all 
classes. The most consistently used interaction (except in full-rehearsal ) 
were product questions of which considerably more were used in the pre- 


test than in the post-test. 


The Instructional Behavioral Evaluation for Denis indicated that he 
found the treatment behaviors "most effective" for selecting instructional 
strategies and conducting small group activities. He gave no indication 
about successes and failures in other areas of planning and implementation 
of instruction (see Appendix P). Denis, who was in the group that received 
lower ratings in the post-test, obtained these lower ratings despite his 
perceived effective use of the behaviors (i.e. successes and failure in 
content structuring and sequencing). These had the disadvantage of resulting 
in less time spent on classroom drill and activities. Because of his 
behavioral inconsistency and its Pana harmful effects, it is evident 


that Denis had problems in goal setting. 


Effects of Feedback 


In discussing the appropriateness of the behaviors, Denis found they 
were effective (a rating of 1 or 2) in their underlying principles, clarity, 
usefulness, interest and structure. He indicated that he learned a great 
deal in the lectures, in the microteaching situations, and when implementing 
the behaviors in the Melab classroom. He stated that, while the 


behaviors developed an approach to teaching in general, he would have 
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preferred examples more specifically related to teaching secondary 


music. 


Denis concluded that the treatment was beneficial (a rating of 2). 
Denis’ teaching performance demonstrated the following stylistic changes. 
He scored low in overlappingness, (being able to attend to more than one 
issue at a time), and in withitness (being aware of what was happening in 
the classroom), while in the post-test he displayed higher ratings in 
warmth and empathy for his pupils. He was moderately able to motivate 


the pupils in both the pre- and post-tests. 


In summary, even though Denis stated that the treatment behaviors 
and the written feedback were helpful in his teaching, the results indicate 
the opposite suggesting that the goal setting problems led to lower 
behavior ratings which in turn produced non-advantageous results in 
classroom events. Denis' case is representative of a finding common to 
all subjects in Group B -- problems relating to goal setting can be 


attributed to the treatment (i.e written feedback) given. 


MARGARET 


The results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 


Planning Phenomena 


The stimulated recall interview of the microteaching lesson revealed 


that some of Margaret's activities were prepared and others were not. 
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In planning for the microteaching lesson, Margaret had prepared 
an objective (i.e. accent) to be demonstrated to the class. She had 
decided to count aloud the meter of her musical example to demonstrate 
its accents to the class, without their participation. Her reflections 
focussed on how her interactions with her peers would have been different 
had they been with children. She then played another record with a 
different accent pattern but being unable to find the grooves she wished 
to use, she settled for another section that demonstrated her point less 
adequately. When questioned to assess her understanding of musical accents, 
no content confusion was apparent since she was able to devise an effective 


review of the content covered. 


In the middle of the lesson, it had been Margaret's intention to 
lead the students to discover accent through the use of rhythm instruments 
and through directed questioning. But when they became confused she 
immediately changed her instructional approach and began giving more 
direction. The students then played their compositions and Margaret 
commented on them. At one point, she led a student to understand the 
difference between an original and an accented version of a melody by 
having him alter the original accentuation (an interactive decision on 
Margaret's part). She stated that she had problems formulating process 
questions which she solved either by answering them herself or by turning 
them into open-ended comments. She used the question "what did you 


(the student) do?" very often. 
At the end of the lesson, Margaret found that she had forgotten 


to make a tape of the students' compositions so she decided instead to 


Sing a number of selections and ask questions about her use of accent. 
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That the sung examples were spontaneous was evident from the fact that 
One particular example introduced a crescendo effect which could have 
confused the class. She ended the lesson by saying, “yeah, that's right" 


and then dismissed the class. 


In summary, Margaret was prepared to state and demonstrate the 
objective. Her instructional delivery system was unprepared as demon- 
Strated by the fact that she had to clarify her directives in order to 
assist students in discovering accents on their own. The fact that she 
used instruments, questions and examples indicated that the instructional 
Strategies were planned. Margaret prepared a satisfactory definition of 


accent but did not prepare an effective sequence for teacning it. 


The Melab coders' observation indicate the following changes in 


Margaret's teaching performance. 


In the formulation of goals and purposes, Margaret was successful 
(a rating of 3.5-4.5) in the sectional pre-test but not in the post-test. 
In the full rehearsal pre-test she was moderately successful (a rating 


of 2.5-3.5) and very successful (4.0-5.0) in the post-test. 


In her instructional delivery system, although Margaret was 
unsuccessful at bringing the class to attention in the sectional pre- and 
post-tests she was only moderately successful in the full-rehearsal 
pre- and post-tests. Although moderately successful in clearly presenting 
the information at the students' level of comprehension in the sectional 
and full-rehearsal pre-test, she was more successful in both groups in 
the post-test. She improved and was successful in her use of praise and 
criticism in sectional post-tests but not in the full-rehearsal post- 


test. In both groups she had problems directing disciplinary action 
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accurately and preventing misbehaviors from continuing but she was 
successful in maintaining clarity in her presentations in both the pre- 


and post-tests. 


In the instructional strategies she used, Margaret displayed a 
number of changes. In demonstrating the lesson objective in the sectional 
pre-test, she was very successful but not (a rating of 1) in the post- 
test. In the full-rehearsal, Margaret was initially moderately successful 
but was very successful (a rating of 5) in the post-test. Margaret 
successfully used a variety of learning activities in the pre-test for 
both types of classes but did not optimize the learning time in the full- 
rehearsal post-test. For the pre- and post-test in both classes, she 
selected material which was appropriate to the students' level of under- 


Standing. 


In structuring and sequencing the content, Margaret was moderately 
Successful in developing an appropriate evaluation system for the 
Sectional pre-test but was below average (below 2.5) in the post-test; 
for the full-rehearsal, she was moderately successful at first but more 
Successful in the post-test for both classes. She was successful in 
maintaining a smooth flow to the lesson in the pre-test but not in the 
post-test. The pace of the lesson was rated lower in the post-test for 


both groups. 


In summary, the Melab observations reveal the following about 


Margaret's teaching performance: 


1. Margaret's success at formulating goals and purposes changed 
from the pre- to the post-tests. She was successful in the 


sectional pre-test but unsuccessful in the post-test. In 
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full-rehearsal she was initially successful but was more 
Successful in the post-test. 

2. She was unsuccessful at bringing the class to attention in 
the sectional pre- and post-tests but was moderately 
successful in full-rehearsal. 

3. Margaret was clear in her pre- and post-test presentations 
to both types of classes. 

4. Her use of praise, criticism and disciplinary actions 
varied in effectiveness in the pre-tests and post-tests. 

9. Margaret was moderately successful in her use of instruc- 
tional strategies in both classes but did not optimize the 
amount of learning time in the full-rehearsal post-test. 

6. She rated low in the post-tests for both classes in 
developing an appropriate evaluation system and maintaining 
a good pace for the lesson. However, she was more success- 
ful in developing an evaluation system for the sectional 


post-test. 


Personal Phenomena 


Margaret's personal background contains several items of importance. 
She was a fourth year university student, had completed all her music re- 
quirements and was enrolled mostly in education courses. She had spent 
Six years in school music programs playing clarinet and french horn. At 
the University of Alberta, she took voice lessons and directed and per- 


formed in bands and choirs. 


veto 26w Sud fureednend ea 
Mantes 

at nofonstia o7 ently ony prcnt Faheonsyieniy 
clegewabon ~ a pesaleandadl “919 Fon 


anol Tatnses S258 - brs: sie it wast 3 in 
. gezeel® Yo, aay | 

enufto8 VVeN PRY Dae onginatol te, pete, wos 

eases -fe0q bap: i serie BAY, fhe aaa conte nt 
sweat Io seu Yo at Lincedoaite viaasveban ane 
dt osxtwrtao, ton bib thd ghegets fod co a cstqoswnae | 
29}-220q) [earendeyat sue BRI Ae 7 onioveat vo 20 

nt eagesto, dod 107 at eased aq) ‘ott ar wot basen 


Origins bie mo seny2 note eulevs NL n6 hy stova 
en = 
- sp2ptione Sv0r Zew oe cabyawelt neseer sis Yat, 00 bind 
: AL ee e - 


fanctize2 arti vot sede Ke |S Raltinie. ni tetova nt fot 
Neo per ‘ 204 


SF, at 


Ps Fe ai 


rs 2 z ‘ 

Ht rf if torsos, 

eoaugenagit, 2 zat evo. arabe ior 2° r * 

7” stew Yor ITs bes ¥ fain bai aia vio tovine ey 6 Ry 
dtage bol ail2, . cazwas notagubs AP geen tof lowa oh 

Yh .nivbu foie? tine tomtne te BAAYANY, ume stew fooria2 0 2 “ 


re avin 
ag ben bssoavth bre 2nbeest Bohov deat sir ved vita 


-evigats bers st 


— s 


Ua (Pid rT 
a. 
{ 


iin 


. 


165. 


In Margaret's decision-making processes, those involving inter- 
actions and instructional strategies are important. On a number of 
occasions she made planned decisions regarding instruction. For example, 
she decided how to demonstrate accents and how she was going to have the 
Students discover their qualities. She also decided to question the 
Students at the end of the lesson to discover how well they understood 
accents. Her interactive decisions were not aS numerous as those made 
about instruction as evidenced by her having a student replay his com- 
position with accents added at certain points in order to notice the 


change. 


There are several items of importance in discussing Margaret's 
understanding of content structure and sequencing. Margaret was secure 
in her understanding of content structure, but not in its sequencing. 
Asked why she didn't teach normal musical accentuation, she stated that 
it had previously been covered. She did not know how much content to 
cover in a lesson and asked what level of understanding was attainable 


by junior high students. 


Margaret's "reflective thoughts" were mainly self-evaluative. She 
had noticed that certain notes in her singing were flat and that she 
answered too many of her own questions. She did not feel good about her 
teaching performance in general. She pinpointed her faults in question- 
ing, talking too much and nervousness, and was displeased with her 


Sequencing and content coverage. 


Effects of Goal Setting 


In Margaret's use of the treatment behaviors, the following class- 
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room events and their effects are important. In sectionals, her drill] 
time remained unchanged but the time spent on activities decreased in 
the pre- and post-tests. The result was a doubling of the amount of 
time spent on classroom management. In the full-rehearsal, the drill 
and activities time was unchanged but the time spent in classroom 


management increased. 


Margaret's interactions included an above average number of ques- 
tions in full-rehearsals but an average number in sectionals. Although she 
asked questions in both the pre- and post-tests, most of those asked in 
the former were product questions while those in the latter were mainly 


process questions. In full-rehearsals the reverse was true. 


The Instructional Behavior Evaluation (see Appendix P) indicated 
that Margaret thought the treatment behaviors were effective (a rating 
of 4 or 5) inassisting her to select goals and objectives, develop in- 
Structional strategies, organize classroom discipline, develop materials 
and activities, plan with others, and develop procedures and evaluation 
techniques. She also stated that the behaviors were especially effective 
for motivating students, conducting small group activities, giving 
directions, questioning and responding, and utilizing audio-visual 


equipment. 


Margaret was in experimental Group B which received written feed- 
back and like the others in that group, had inconsistencies in her 
performance of the behaviors which diminished her general teaching style 
in the post-test, especially in sectionals. This diminution produced 
negative results in the classes she taught, i.e.,more time in classroom 


management and little increase in time on drill or activities. Even 
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though she indicated she believed that the treatment behaviors were 
helpful to her, the results indicate the opposite. Because of her 
behavioral inconsistency and its negative effects on classroom events, 


it is concluded that Margaret had problems in goal setting. 


Effects of Feedback 


In her discussion of the effectiveness of the treatment benaviors, 
Margaret indicated that they were effective (a rating of 1 or 2) in their 
underlying principles, clarity, usefulness, interest and structure. She 
indicated that she had learned a great deal (a rating of 1) in the 
lectures, the microteaching sessions, and in her use of the behaviors in 
Melab. She believed the structured plan of implementing the behaviors 
during the microteaching lessons to be especially valuable but that more 
than the three week treatment period was needed for practising the 
behaviors. Margaret stated that, all things considered, the instructional 


treatment was excellent. 


The general characteristics aiaMarestene teaching follow. She 
had average scores (a rating of 2.5-3.5) on withitness in the sectional 
and full-rehearsal pre-tests which fell to below average in the post- 
tests. Her overlappingness scores were high in the pre-tests for both 
types of class but became low in the post-tests. In her ability to 
motivate the students, she attained high scores in both music classes 
in the pre-tests but low in the post-tests. The scores attained in 


warmth and empathy also dropped in the post-tests. 


In summary, even though Margaret believed that the treatment 


behaviors and written feedback were helpful in her teaching, the results 
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indicate the opposite. It would appear that problems in goal setting 
led to lower ratings in the use of the teaching behaviors and produced 
negative effects on classroom events (e.g., too much time was spent on 
classroom management). Problems related to goal setting are attributed 


therefore to the treatment effect of written feedback. 


REINER 


The data results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 


Planning Phenomena 


The stimulated recall interview of the microteaching lesson 


reveals that some activities were planned and others were not. 


In the planning of lesson, Reiner was effective in presenting an 
objective for the class and demonstrating it in a variety of ways. How- 
ever, in demonstrating the concept of "melodic imitation," Reiner didn't 
understand the content structure and demonstrated melodic and rhythmic 
Variation instead of imitation. Even after the interviewer explained 
the difference between variation and imitation, Reiner still failed to 
understand. He made use of a student's idea by asking him a question 
and suggesting that he demonstrate his answer. These interactive 


decisions occurred at the beginning of the lesson. 


During the middle part of the lesson, Reiner divided the class 
into groups and instructed each group to compose an example of imitation. 


In one group, he asked a student to start a theme to be immediately 
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imitated with similar ideas by two other students. He asked the students 
not to verbalize their thoughts about imitation but to demonstrate them 
directly in performance. The students couldn't do this and in order to 
avoid confusion, Reiner asked them to play a two measure melody which he 
later asked them to extend to six. This was a decision based on an inter- 
action between himself and a student. Reiner apparently intended to 
develop some type of evaluation since he made a tape of the student's 
composition. However, he found that he had not left sufficient class time 


to analyze the taped composition. 


In summary, Reiner had planned the lesson goals and purposes and 
decided on the type of delivery system (mode of presentation) to the 
class. The fact that he did not anticipate some problem demonstrated 
that not all of his instructional strategies were planned. There was 
little evidence that he had adequately planned the content structure of 
musical imitation. Often his content sequencing decisions were based 


On Spontaneous interactions with the students. 


The observations made by the coders in Melab indicate the follow- 


ing changes in Reiner's teaching performance. 


In the formulation of goals and objectives, Reiner was moderately 
Successful (a rating of 3.0-4.0) in presenting an objective to the class 
in the pre-test; however, he was unsuccessful in the post-test as 
evidenced by his failure to define the objective or to have the students 
note it either in full-rehearsal or sectional. No pre- post-test general 


music comparisons are available for Reiner. 


Reiner demonstrated many behavior changes when the pre- and post- 


test results of his delivery system were compared. Although he was 
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successful (a rating of 3.5 or above) in bringing the class to attention 

in the pre-test, he was not in either the sectional or full-rehearsal 
post-test. In the sectional pre-test, he presented the information 

clearly but did not do so in the post-test. He was, however, able Success- 
fully to communicate at the pupils' level of comprehension in both the pre- 
and post-tests. Although Reiner successfully used praise, criticism and 
disciplinary action in the sectional pre-test, he did not succeed in doing 
So in the post-test, and in the full-rehearsal pre- and post-tests, his 


presentations were clear. 


In instructional strategies, the following changes were observed. 
Although Reiner successfully demonstrated the objectives in the full- 
rehearsal and sectional pre-tests, he did not do so in the post-tests. 

He remained average (2.5-3.5) in his use of instructional activities in 
both full-rehearsals and sectionals. He was successful in optimizing the 
pre-test learning time for both music contexts but for only the full- 
rehearsal in the post-test. Even though he did not select material at 
the students' level of understanding in the pre-tests for either of the 


music contexts, he was successful in the full-rehearsal post-test. 


In the area of content structure and sequence, the following 

Changes were observed. In the sectionals, Reiner was moderately success- 
ful in developing a pre-test evaluation system; however, in the post-test 
he was less successful (2.5 or below). He was extremely successful at 
developing an appropriate full-rehearsal evaluation system in the post- 
test although not in the pre-test. He did, however, leave the students 
with a feeling of accomplishment in the sectional pre- and post-tests but 
did not successfully do this in the sectional pre-test. Reiner was very 


Successful (a rating of 4.5 or above) in facilitating a smooth flow of 
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events in the sectional pre-test but was not in the post-test. However, 
he was very successful in this behavior in both full-rehearsal pre- and 
post-tests. He was successful at maintaining the pace of the lesson at 


all times in all classes. 


In summary, the Melab observation revealed the following about 


Reiner's teaching performance: 


Reiner's success at formulating goals and purposes 
diminished between the pre- and post-tests, whereas, in 
Sectional and full-rehearsal pre-tests, he successfully 
presented the objective and had the students note it; he 
did not do so in either of the post-tests. 

Reiner was inefficient at bringing either class to 
attention in the post-test, although he was able to do 
this in the pre-test. 

Reiner consistently communicated at the students’ level 
of comprehension and presented demonstrations clearly 

co all classes. 

His system of disciplinary techniques changed between 
the pre- and post-tests. Although he was successful in 
the use of praise, criticism, and disciplinary action in 
the sectional pre-test and the full-rehearsal pre- and 
post-tests, he was not in the sectional post-test. 

In content structure and sequence, variations were 
observed between Reiner's pre- and post-test scores. 

He was successful in optimizing academic learning time 


in most classes. 
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Personal Phenomena 


Several items are important in Reiner's personal background. He 
was a fourth year student who had completed his music courses and was 
taking courses in his minor, German, as well as Melab. He had been 
enrolled in school music programs and had passed the Grade VII Western 
Board clarinet examination. He had taught himself piano and played in 
various stage, concert and dance bands. He also had a variety of 


experience singing in choirs. 


Reiner's decision-making processes involving interactions and 
instruction are important. His decisions involving interactions affected 
the instructional delivery system he used. For instance, in presenting 
the students' imitation examples he had one student play the first two 
measures which the other students then elaborated. Although the content 
Structure appeared planned, when questioned, he did not supply an 
adequate definition of "melodic imitation." His plan to present the 
content was successful but upon reflection he concluded that he had 
lectured too much and it would have pach better to have more class 
involvement. He also questioned the amount of praise he should use with 


the class. 


Effects of Goal Setting 

Reiner's use of the various behaviors described immediately above, 
had the following effects on classroom events. In the sectionals, he 
increased the amount of drill time and decreased the amount of time 
devoted to activities and classroom management. The time Reiner spent in 


Classroom management and in drill and activity time varied in both music 
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contexts. He used interactive questions infrequently in both contexts 


in the pre- and post-tests. 


The Instructional Behavior Evaluation (see Appendix P) indicated 
that Reiner believed that the treatment behaviors were effective (a rating 
emeror 2) in assisting him to select goals and objectives, develop in- 
Structional strategies, organize classroom discipline, develop materials 
and activities, plan with others, develop procedures and evaluation 
techniques, provide an appropriate atmosphere for students, motivate them 


and conduct small group activities. 


Reiner was in Group B which received written feedback, and like 
the other members of that group, was inconsistent in his behaviors which 
were generally lower in the post-tests. Reiner's variations in classroom 
events resulted from his inconsistent use of the behaviors and because 
of these circumstances it can be concluded that Reiner had problems in 


goal setting in his teaching. 


Effects of Feedback 


In discussing the appropriateness of the suggested instructional 
behaviors, Reiner indicated that the behaviors were effective (a rating 
orl or 2) in. their underlying principles, clarity, usefulness, interest 
and structure. He indicated he had learned a great deal (a rating of 1) 
in the lectures and from implementing the behaviors in the microteaching 
Sessions in Melab. He believed that the treatment and the written 
feedback were helpful in his teaching. However, his belief may have been 
mistaken since both his behaviors and classroom event times were rated 


below average after the treatment. Problems relating to goal setting 
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therefore can be attributed to the treatment (i.e., written feedback) he 


received. 


LORI 


The data results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 


Planning Phenomena 


The stimulated recall interview of the microteaching lesson 


reveals that some activities were prepared and some were unprepared. 


In planning for the microteaching lesson, Lori prepared an 
objective and presented it in a demonstration. She provided a review of 
what had been accomplished at the last lesson and had the students note 
the objective which was "canon." She sequenced the concept by going 
from motives, (by listening to a record) to phrases (by singing "Row, 
Row, Row Your Boat") and finally to canon. Instead of presenting her 
examples for canon, however, she presented imitation of phrasing 
instead and was unsure where and why she used it. She kept the class 


involved in her examples during the demonstrations. 


In the middle of the lesson, Lori explained to the class what she 
had hoped to accomplish the day before by having them compose a short 
piece. She then asked them to add to their compositions a canon which 


they had just improvised on rhythm instruments. 


For the end of the lesson, she played the compositions back to 
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the class on tape and checked their understanding of canon by question- 


ing. 


In summary, Lori was prepared to state and demonstrate the 
objective. She was unprepared in her instructional delivery as evidenced 
by her unsureness about which sub-concept should be presented. The 
Strategies were planned as evidenced by her selection of the listening 
and singing examples, her taping the compositions and her asking 
evaluative questions. However, there was much confusion about content 
Structure and its sequencing which tended to produce an erratic flow of 


classroom events. 


The observations made by the coders during the Melab lesson for 
the present study indicated the following changes in Lori's teaching 


performance. 


In the formation of goals and purposes, Lori was successful (a 
rating of 4.0) in establishing the objective in any of the pre- and post- 
tests. In having the students note the objectives for full-rehearsal 
and general music, Lori was unsuccessful (a rating of 2.0) in the pre- 
test and very successful in the post-test. (Note: only pre-test scores 


are available for sectionals and only post-test scores for general music). 


In her instructional delivery system, Lori was successful in 
calling the class to attention in the general music and full-rehearsal 
post-tests. She was moderately successful in the sectional and full- 
rehearsal pre-test in her use of praise and directing disciplinary 
action accurately; but she was generally less successful (a rating of 


1.0 in criticism) in the full-rehearsal and general music post-tests. 


| otis atentenomeab bye atete oF been ‘etiw riod 78 
bydnebiys 25 Ct tek rsnotibevtent aH ret sbareqovqrw. 1: 
eiT  beiaeeiva 52° bFeOHe sabionbo~de wee suede ‘ 
oninetet! of Fo wbisosQe vie at Bapaebiey z bannetg 8 i" 
ontize “9h bas 2rot Pages She GaiQas ted , cont 
inetans Dead wobewtnd. dou aee oe “PN wet - ott 
Fo WORF iter ite souberm Os staat coi ontonoupae 2st ”~ 


“) f ; 
ene - 


7 


: As b-/ = of 
at dees! dois oY pniavh ovale Gat Gh eke enetierigedy am 


Oninigs) «tial of 2sRnita gn fn ETP od> betsotht ybure. ine 


b): sift aebiae eb IYO SBR aR ns efune ta nine’ . 7 
-t2dgunne seg aed WS oyhs at avtsadito edt enter dstee nt | DB 
pees: PHO 46Y zabtoaatty af Sith Rtosbyre ent as : 
sg)! ont nt (0.8. Yo ani ten A NaRRBORIEhN 26W trod | ati 
eaidoe Jwoy ey a ae ‘apoil) > diot-3 atst-abe8 owt a ‘twteesxaue Y 
haben, Texenay Wat gorcs2 somata tee bné etanoticse 40¥'9 


nt hvteesgowe 26W al marge yay t ta ree ey a a 
taawes oe Wiad ban sin Fovonay alt nt patinelss oe vm 
otfu¥ brs fendtrade Aa" OF futeRansee Xtetersbom 2a oit2"” 7 
vient fqteeth entaneih ine atin Yo osb vedont ssc 

40 patisy a) iveasonul ROBT utes caw eile: sud ixlet 


ateee=seoq shew — Kiapaden-t dt ts at <7 


‘ = 


— 


170%, 


Lori was successful in giving clear presentations to all classes in both 


the pre- and post-tests. 


In the instructional strategies used, Lori was successful in 
demonstrating the objective in the full-rehearsal and sectional pre-tests 
and improved to very successful (a rating of 5.0) in the full-rehearsal 
post-tests. Lori was moderately successful (a rating of 3.0) in using a 
variety of instructional techniques in the sectional and full-rehearsal 
pre-tests but was very successful with only the classes who took part in 


the post-tests. 


In structuring and sequencing the content, Lori was generally 
Successful in the end-of-the-lesson behaviors in the pre- and post-tests 
for all classes. The only exception was in putting the objective back 
in the repertoire where Lori was moderately successful in the pre-tests 
and improved in the post-tests in all classes. However, she was less 
successful in smoothness and momentum in general music and full-rehearsal 


post-tests. 


In summary, the Melab observation revealed the following about 


Lori's teaching performance: 


1. In setting goals and purposes, Lori was generally success- 
ful in the pre- and post-tests for the classes tested. 

2. In Lori's instructional delivery system she was success- 
ful in calling the classes to attention in both the pre- 
and post-tests for all classes. She was less successful 
in the general music and full-rehearsal post-tests, how- 
ever, in her use of criticism. She was successful in 


giving clear presentations to the class in the pre- and 
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post-tests for all classes. 

3. In the use of instructional strategies, Lori remained 
Successful in demonstrating the objective to all 
classes. She improved in her use of instructional 
techni ques. 

4. In structuring and sequencing content, Lori remained 
generally successful in all classes in the end-of-the- 
lesson behaviors. However, she was less successful in 
the general music and full-rehearsal post-test on 


Smoothness and momentum. 


Personal Phenomena 


Several items are important in noting Lori's personal background. 
Lori was a third year student whose major was English and whose minor 
was music. She had taken only a few music courses and was currently 
enrolled in music curriculum and instruction courses and English courses. 
She had studied privately for ten years and had passed a Grade VIII piano 
examination. She had not had any experience in school music, ensembles 


or large instrumental groups. 


Two areas are of interest in Lori's decision-making processes, 
her class interactions and her instructional strategies. Decisions about 
content structure were planned as evidenced by her sequencing motive, 
phrase and canon at the beginning of the lesson. However, in concept 
Sequencing, she was uncertain of the content goals for phrasing, which 
she explained in a confused manner, and melody and its Sequencing. How- 


ever, her instructional strategy of singing "Row, Row, Row Your Boat" as 
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an aid to the understanding of phrasing was planned. Most of her in- 
teractive decisions were spontaneous and intended to correct her teaching 


mistakes. All of her corrections were self-initiated. 


In summary, Lori was insecure in her understanding of the content 
Structure and its sequencing. As a consequence of her over reliance on 
an advisor's explanation which she inadequately understood, she used the 
concepts of motive, phrase and canon incorrectly resulting in problems of 


Sequencing, especially in the case of "canon." 


Effects of Goal Setting 


The following effects of the behaviors previously described, are 
important for classroom events. In the full-rehearsal post-test, Lori 
increased the drill time and decreased the time spent in activities. In 
the full-rehearsal, the time spent on classroom management was halved in 
the post-test. In general music about three-fifths of the time was spent 
On drill and the remainder on activities. Very little time was spent on 
classroom management in the general music post-test and sectional pre- 
test. Lori asked ten product questions in the full-rehearsal pre-test 
as compared to four in the post-test. However, in the general music 
post-test seven process questions were asked. Lori was effective (a 
rating of 3.0-4.0) in asking a variety of students to respond to questions, 
in giving clues which improved responses, and in accepting students' 


comments and ideas. 
Lori was in the group which received written feedback on their 


behavior. From the stimulated recall information, it is possible to 


infer that Lori could plan lesson objectives and activities. However, 
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she was uncertain about how to present information to the students and 
about concentrating in the Melab observations, and even though favorable 
effects were noted in the classroom events, i.e., little time spent in 
classroom management and much time in activities and drill, these ratings 
were similar in both the pre- and post-tests. It is evident therefore, 


that Lori had problems in goal setting. 


Effects of Feedback 


In discussing the values of the treatment behaviors, Lori like 
all of her Group B colleagues indicated that the behaviors were effective 
(a rating of 1 or 2) in their underlying principles, clarity, usefulness, 
interest and structure. She indicated that she had learned a great deal 
from the lectures and in practising the behaviors in the microteaching 
sessions and in Melab. She suggested that the greatest strength of the 
treatment was in the written feedback, that using peers in microteaching 
was less effective than using children and that more planning aids should 
be included in the microteaching sessions. All things considered, Lori 


believed the treatment to be excellent. 


There were stylistic changes in Lori's teaching performance in 
the following behaviors. Lori was rated lower (from 4.5-3.5) in withit- 
ness, persuasiveness and overlappingness in the general music and full- 
rehearsal post-test. Her warmth and empathy in all classes remained 


the same. 


That Lori did not benefit as a result of the treatment was 


evidenced by: 
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1. Her problems with goal formulation as revealed in 
the stimulated recall interview. 

2. Her ratings (3.0 or lower) in most of the planning 
behaviors (#1-18) rated the same or lower in the post- 
LES ts 

3. Her overall teaching style, the ratings for which 
decreased. 

4. Discrepancies which existed between intended and 
observed behaviors (i.e. intents of microteaching and 


observed Melab behaviors). 


TOM 


The data results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 


Planning Phenomena 
The stimulated recall interview of the microteaching lesson 


revealed that some activities were prepared and others were not. 


In planning for the microteaching lesson, Tom prepared an objective 


and demonstrated it to the class. He decided that the class and he would 
work together on the "accent" concept and that they would first compose 
a piece of music without accents and then add accents. He decided not to 
involve the class in the presentation of the objective but rather to play 
examples of it on his trumpet. The examples and the delivery system for 


this activity were planned. However, after the first example, the class 
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members asked some unanticipated questions. As a result, the lesson went 


in a direction different from that which Tom had planned. 


The middle of the lesson was originally planned to include class 
interaction with Tom as he demonstrated the different effects of accents 


on music. However, as the class increasingly asked questions, Tom found 


himself introducing the unintended concepts of rhythm, bars and crescendo. 


He ended the middle of the lesson by playing examples of accents in 


different kinds of music and explaining their effects on the class. 


At the end of the lesson, the class members had composed two 
compositions, one with accents, and the other without. In the ensuing 


evaluation, Tom did most of the talking leaving the students' ideas 


unexpressed. One of the few interactive decisions which did occur resulted 


from Tom's questioning a student in order to divert him from disturbing 
the class. At the beginning of the lesson, Tom believed that the class 
understood his definition of accent, but at the end, he realized that 
they didn't. He attributed this lack of understanding both to his 


definition and to his method of presentation. 


In summary, Tom prepared, stated, and demonstrated the objectives. 


However, he had not planned interactions prior to the beginning of the 
class. The instructional strategies were planned as evidenced by his use 
of varied demonstrations and his having the class compose two pieces of 


music. However, the instructional delivery was unplanned since Tom had 


not intended to complicate the ideas of accents by using terms like rhythm, 


bars, and dynamics. His recognition that he had wandered into the use of 
these terms demonstrates that he was secure in his content structure and 


its sequence. After the lesson, he enquired about how much a junior 
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high class could grasp about accents. 


The coders' observations in the Melab lessons for the present study 


indicate the following changes in Tom's teaching performance. 


In the formulation of goals and purposes, Tom was unsuccessful as 
demonstrated by the fact that he did not define goals in either the full- 
rehearsal or sectional pre-tests. However, he was very successful (4.0- 
5.0) in doing so in the sectional post-test and was moderately successful 


in full-rehearsal (2.0-3.0) post-test. 


In his instructional delivery system Tom was not successful in 
calling the class to attention in the sectional or full-rehearsal pre- 
tests and post-tests. Tom remained clear in his presentation and communi- 
cated successfully (3.5-4.5) at the students' level of comprehension in 
both the full-rehearsals and sectionals pre- and post-tests. Tom was 
unsuccessful in the sectional pre-test in his use of praise, but in his 
use of criticism was successful in both the pre- and post-tests. He 
failed to direct disciplinary actions correctly in the pre-test for both 
classes but was successful especially in full-rehearsal in the post-test. 
Tom was successful in maintaining clear presentations to both classes in 


both the pre- and post-tests. 


In the instructional strategies used, Tom was very successful in 
presenting demonstrations to the sectionals in pre- and post-test. How- 
ever, he was unsuccessful in presenting demonstrations in the full- 
rehearsal in both. In his use of activities, Tom did not use a variety 
of techniques in either full-rehearsal or sectional pre-tests and was 
very successful in the sectional post-test. He remained average in the 


full-rehearsal. Tom kept the students actively involved and productive 


Ybuse Fras bid i caneaet teat 
Sani 17 9aq wats a0 Ht ct ei Tor 


iu) 


25 Tubsoqosuem: 26 WOT. paedaned bus ‘hang. to natsetumno} 8 ons 
-Tivt ots “enats nr 2 *enp athe: hon my art gaat #36 oft db 
-), 5) epee ™oy za Ht evga adany-ong anol 93 a2 
iuteegsaoue v Tats wbdm Zoe dha yaar 4200) nem iho ody ne o2% 


$295 $204 ht- 0.5) (6 Rs ay 


nt Tutegerdye Ven .oew not sida xpath, na 

cat rte tate (fu? 46 jendkigaa” ant wey norinss36 ot ae : 

-Frummnicnsbhe no tretesesad:-2 Fe ten, age ern genet mot «ate pa oq 
it noveratenanos to. fava ‘adriatunte ot 96 (d,8-2: &) yi tur 

eau eT s}20d-te04 bits «Sag, Pana hiode bas vane 

ein at gud s2keny To sey AtArar Pets gy fanotsaea 

I Meee TeOy DAA ~eiq oe “Wtod Ar: fares ae a 

ditod ret feey-exq ont i} Khia: anqttsé evant Fatset ‘tooth 

.Tevt<3200 Sr of FeriKadby- ‘hoe nt nl tefogues (wteesooue 2am 9 

at eaaenic NJad ot aa niet, gniatetatem at fu 


ab tet-2204 see 


A <e ay 
ot lwloeseove wiav zw, OT heey soigaterse fonntdourd ant 


“worl ea dang Dive) S90 Ht Zi stigtid ase afd OF feet 
| tit ano tT wha acaii: Bataan nf teenie 26 in 
youl fav: B oey. ton bth: mor: apagnyitan Yo set eft a god nt fs js 

dow has ef2ed-s19 ‘avabitdee ” fonteaden- Pry “ik 


Silt nk opersvs palit swe iif Aeprseoy fonntioae: ont ay 
lhsidiamadin baer baviovnt fsvitas ztnabure adit tess iY. 


rie , 


183. 


in both the full-rehearsals and sectionals pre- and post-tests although 
he was more successful at selecting repertoire at the students' level of 
understanding for the sectional pre-test than he was in the full-rehearsal 
pre-test. He was very successful (4.0-5.0) in the post-tests for both 


classes. 


In structuring and sequencing the content, Tom was successful in 
putting the objective back in the repertoire at the end of the lesson, 
reviewing the main ideas, and leaving the students with a feeling of 
accomplishment in the sectional pre-test but not in the post-test. He 
did however, develop an appropriate evaluation system in both the 
sectionals and full-rehearsals pre- and post-tests. In the full-rehearsal 
pre-test, (even more so in the post-test) Tom was successful in putting 
the objective back in the repertoire, thus increasing his understanding 
and leaving the students with a feeling of accomplishment. He also was 
successful in providing a review at the end of the lesson in the full- 


rehearsal post-test although he had not been in the pre-test. 


In summary, the Melab observations revealed the following about 


Tom's teaching performance: 


1. He was successful in establishing an objective in the post- 
test but not.in.the pre-test. 

2. Although he was more successful in calling the class to 
attention in the sectional post-test than in the pre-test, 
he did this successfully in the full-rehearsal pre- and 
post-tests. 

3. Tom was more successful at using praise, criticism and 


directing disciplinary action accurately in the post- 
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tests than he was in the pre-tests for both classes. 

4. Tom was successful in giving demonstrations to both 
classes in the pre- and post-tests. However, even though 
he did not use a variety of activities in the pre-test 
for either class, he did so successfully in the post- 
test. He kept the students actively involved in both 
classes in the pre- and post-tests. 

5. Tom was successful in developing an evaluation system 
for both classes in the pre- and post-tests, but in the 
latter he also supplied the students with a review of 


the lesson's main ideas. 


Personal Phenomena 


Several items are important in Tom's personal background. He was 
a fourth year student who had completed all his music courses and was 
currently enrolled mainly in education courses. He had taken high school 
music courses for four years and studied privately on the trumpet and 
piano. He also had considerable experience as a trumpet performer in 


School and professional groups. 


In Tom's decision-making processes, those involving interactions 
and instructional strategies are important. He had decided to present the 
objective "accent" and to demonstrate it to the class. Because he had 
planned his instructional decision, he had available numerous examples 
to present. He also decided that he would tell the students that they 
would be expected to compose two compositions. When he strayed from his 
plan he made the instructional decision to return to his original plan. 


Decisions involving interactions were unprepared however, as demonstrated 
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by the fact that Tom had not anticipated any difficult questions from 
the class. He also found it difficult to formulate process questions as 
demonstrated by the fact that he used explanations instead of questions 
at the beginning of the lesson. An unprepared decision about the 
delivery system occurred when Tom did not anticipate that the students 


"would know what rhythm was and [I] just assumed [that] they could know." 


Tom, like the other members of Group A, was secure in his under- 
standing of content and also in its sequencing as demonstrated by his 
avoidance of diversion into the areas of rhythm, bar and dynamics. He 
Stated "my initial concept of teaching the lesson was a very simplistic 
interpretation of what an accent was, but the students kept asking all 
these ... complicated questions." He also told the interviewer that 
although he could discuss accent in detail with his peers, he would not 
be able to do so with a Grade VII class. This again represents an 


instructional decision on his part. 


Tom's "reflective thoughts" were concerned mainly with the pre- 
sentation and the justification of the content. He stated that "he felt 
the way to teach accents wasn't in a (microteaching) class like that but 
in a piece of music when it happens." The only comment mentioned during 
reflection on his own teaching performance was "the lesson was pretty 


good entertainment, eh?" 


Effects of Goal Setting 
Tom's use of the above behaviors had the following effects on 
classroom events. In the sectional post-test he more than doubled drill 


time while he decreased the time spent on activities. Very little time 
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was spent in classroom management in the sectional pre- and post-tests. 
In full-rehearsal the drill time was increased and activities time was 


decreased resulting in less time spent on classroom management. 


Tom's interactions in the sectionals were mainly process questions 
in the pre-test and product questions in the post-test. In the full- 
rehearsal pre-test he used more product questions and fewer in the post- 
test. He was also successful in asking many students to respond to 
questions in the sectional post-test. He was not successful in giving 
clues to students to aid them in answering questions in the post-tests 
of either class, but was successful at accepting and integrating their 


comments. 


The Instructional Behavioral Evaluation (see Appendix P) indicated 
that Tom thought the treatment behaviors were effective (a rating of 1 or 
2) in assisting him to select goals and objectives, to develop instructional 
strategies, to organize classroom discipline, to develop materials and 
activities, to plan with others, to develop procedures and evaluation 
techniques, to motivate students, to conduct small group activities, to 
give directions, question and respond, and to utilize audio-visual equip- 


ment. 


Tom, like the other members of Group A which received verbal 
comments, improved his performance in the teaching behaviors. This improve- 
ment advantageously increased the amount of drill time and in full- 
rehearsal decreased the classroom management time. Tom believed that the 
behaviors were helpful to his teaching performance and the results indicate 
that this was so. Tom had few problems in goal setting as a result of the 
effective use of the behaviors and their beneficial effects on classroom 


events. 
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Effects of Feedback 


Tom, like the other Group A members, indicated that the instructional 
behaviors were effective (a rating of 1 or 2) in their underlying principles, 
clarity, usefulness, interest and structure. He indicated that he had 
learned a great deal (a rating of 1) in the lectures, the microteaching 
sessions and in using the behaviors in Melab and, that the treatment was 
especially valuable in developing lesson "organizational" skills. He 
perceived that teaching one's peers in microteaching is difficult and that 


all groups in the study would have benefited from verbal feedback. 


Tom's teaching performance demonstrated the following stylistic 
behavior changes. He was above average in withitness, persuasiveness, 
and overlappingness for both classes in the pre- and post-tests. His scores 
On warmth and empathy were also above average for both classes in the pre- 


tests, improving in sectionals while staying the same in full-rehearsal. 


In summary, Tom believed that the teaching behaviors had helped his 
teaching and the above observations indicate they did have a positive effect 
on his overall teaching style. It would appear that the treatment assistance 
to Tom in goal setting improved his teaching style and performance and led 


to desirable class events. 


RENATE 


The data results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 
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Planning Phenomena 


The stimulated recall interview of the microteaching lesson 


revealed that some activities were prepared and others were not. 


In the planning for the microteaching lesson, Renate had prepared 
the objective "phrase" and demonstrated it to the class by writing the 
word "phrase" on the board and explaining it. She then presented examples 


of phrases by using a recording. In order to control discipline at this 


point, she said "excuse me" to the class and waited to get their attention. 


She told the class to hold up their hands every time they heard a new 
phrase after the recording had begun and to stop putting up their hands 
at the beginning of the interlude. When the class continued to put their 


hands up during this interlude, Renate decided to ignore the fact. 


In the middle of the lesson, she asked the class to compose a 
"nohrase" in order to improve their understanding. She correctly assumed 
that the students knew which notes to use, their values and the tempo. 
To make sure that this was so, she asked a student to describe them to 
the rest of the class. Renate taped the compositions and at the end of 
the lesson she played them back and questioned the students in depth to 
check their comprehension. Near the end of the lesson, she repeated 
without elaboration the definition of "phrase" to remind the class of 
her original intent. She told the interviewer that student ability to 
demonstrate and verbalize a phrase would be taken as evidence that they 


understood. 


In summary, the stimulated recall interview revealed that Renate 


was prepared in her goals and purpose, that the instructional strategies 


were planned and that the content structure and its Sequencing were secure. 
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The coders' observations in the Melab lessons for the present 


study indicate the following changes in Renate's teaching performance. 


In the formulation of goals and purposes, Renate was moderately 
successful (3.0-4.0) in the sectional pre-test but not in the post-test. 
In the full-rehearsal, even though she didn't present an objective in 


the pre-test, she did so successfully in the post-test. 


In her instructional delivery system Renate was unable to bring 
the class to attention in the sectional pre-test, although she was very 
successful in the post-test and in the full-rehearsal pre- and post-tests. 
Although in sectional pre-tests she successfully presented information 
clearly to the students at their level of comprehension and was even 
more successful in the post-test, in the full-rehearsal, she was un- 
successful (2.0-2.5) in the pre- and post-tests. Renate very successfully 
used praise and criticism and directed disciplinary actions accurately 
in the sectional pre- and post-tests. However, in the full-rehearsal 
pre-test she was unsuccessful but was very successful in the post-test. 


Renate improved (3.0-4.5) in her clarity of presentation in both classes. 


In her instructional strategies, Renate was successful at giving 
a demonstration in the sectional pre-test but not in the post-test. In 
full-rehearsal pre- and post-tests, she failed to present a demonstration 
successfully. In the full-rehearsal and sectional pre-tests, Renate 
was very successful at using a variety of instructional techniques, keeping 
the pupils actively involved, and selecting material appropriate to the 
students' level of performance and was even more successful in the post- 


tests. 
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In structuring and content, Renate was successful in putting the 
objective back in the lesson, reviewing the main ideas, developing an 
appropriate evaluation system, and leaving the students with a feeling of 
accomplishment in the sectional pre- and post-tests. In the full- 
rehearsal pre-test, she had problems with both these behaviors but was 


very successful (4.0) in the post-test. 


In summary, the Melab observations revealed the following about 


Renate's teaching performance. 


She was moderately successful in presenting the objective 
to the class in the sectionals and full-rehearsals pre- 
and post-tests. 

Generally her instructional delivery system improved as 
she successfully brought the class to attention in the 
sectional post-test and even more successfully used 

praise and criticism and directed discipline accurately 

in the full-rehearsal post-test. 

In the use of instructional strategies, Renate was success- 
ful at using a variety of techniques, keeping the students 
involved and selecting repertoire at the students’ level 
of performance for both classes in the pre-tests and even 
more successful in the post-tests. 

In the structuring of content and sequencing, Renate 
successfully ended the sectional pre- and post-tests 
lessons. In the full-rehearsal, she was unsuccessful in 
the pre-test and very successful in the post-test. Her 
smoothness and momentum were more successful in the 


sectional post-tests. 
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Personal Phenomena 


Several items are important in Renate's personal background. 
Renate was a fourth year student who had completed all her music courses 
and was currently enrolled in education courses. She had studied piano 
privately and passed the Royal Conservatory Grade VII examinations. She 
had been enrolled in school bands for four years on trombone. She had a 
variety of performance experiences as a pianist, Singer, trombonist and 


choir director. 


In Renate's decision-making processes, those involving interactions 
and instructional strategies are important. Renate made a number of in- 
structional decisions. She formulated an acceptable definition for 
"ohrase" and "motive" and selected recordings to demonstrate her ideas. 

She also decided on the procedure the class would use to show her that 
they could identify a motive (i.e. holding up their hands). Renate also 
made a number of interactive decisions as demonstrated by the fact that 
she waited for the class to return to attention before playing the record, 
ignored students who held up their hands at inappropriate times and 


ignored irrelevant student comment at the end of the lesson. 


Renate's ‘reflective thoughts' were concerned mainly with content 
structure and with defending the instructional strategies she used. One 
instructional decision that she made was demonstrated by her reviewing 
at the end of the lesson the definition of phrase and motive. This review 
demonstration was also based on an interaction which had occurred in the 
class. She reflected also on the value of having the students demonstrate 
and verbalize their understanding of the meaning of the objective. She 


stated that "playing and analyzing the taped compositions, pointed out 
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exactly whether or not the students were using the motive and whether or 
not their piece of music was a phrase." She had few critical reflections 


on her performance. 


Efrects Of Goal Setting 


Renate's use of the above behaviors had the following effects on 
classroom events. In sectionals and full-rehearsals, Renate increased 
her drill time and spent at least half the available time on activities 
(she had spent none in the pre-test) thereby reducing by half the time 
spent on classroom management. In her interactions in both classes, 
Renate used fewer questions in the post-tests than in the pre-tests. Only 
three of these questions were asked in the sectional post-test and none 
in the full-rehearsal post-test. In the sectional post-test (but not 
for the full-rehearsal), Renate selected a variety of students to respond, 


gave them clues for answering the questions and accepted their comments. 


The Instructional Behavior Evaluation (see Appendix P) indicates 
that Renate believed the treatment behaviors to be effective (a rating of 
1 or 2) in assisting her to select goals and objectives, develop materials 
and activities, plan with others, develop procedures and evaluation 
techniques, motivate students, conduct small group activities, give 
directions, formulate questions and responses, and utilize audio-visual 


equipment. 


Renate was in the group who received verbal feedback on her behavior. 
From Renate's stimulated recall interview, it iS evident that she was able 
to adequately plan a lesson. This is confirmed by the results obtained from 


the coders which also indicate that she improved in planning behaviors (#1- 
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18). The use of the teaching behaviors also produced desirable results 
in the classroom i.e. more time was spent on activities and/or drill 
and less time on classroom management. Therefore, since Renate could 
develop an adequate plan and could effectively use it, it can be con- 
cluded that she had few problems with goal setting. No discrepancy 
existed with how Renate herself viewed the behaviors and her success 


at using them. 


Effects of Feedback 


Renate, like the other Group A members, indicated that the treat- 
ment behaviors were effective (a rating of 1 or 2) in their underlying 
principles, clarity, usefulness, interest, and structure. She stated 
that she had learned a great deal (a rating of 1) in the lectures and in 
practising the behaviors in microteaching and in Melab. Renate believed 
that the feedback she had received during the treatment and the chance 
for her to analyze her teaching shortcomings were valuable. She believed 
that the treatment should have been given earlier in the year ands all 


things considered, she believed it to be excellent. 


Renate's teaching performances demonstrated the following stylistic 


behavior changes. Renate had high scores in withitness and overlappingness 


in the sectional pre- and post-tests but low scores in the full-rehearsal 
pre-test. This latter improved to above average in the post-test. 

Renate was rated above average in persuasiveness in the sectional pre- 
and post-tests. However, in the full-rehearsal pre-test she was below 
average although she improved to above average on the post-test. She 


obtained high scores on warmth and empathy in the sectional pre- and 
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post-tests, low in the full-rehearsal pre-test and average in the full- 


rehearsal post-test. 


In summary, Renate's teaching style improved generally, especially 
in sectionals. She indicated that the behaviors aided her in working with 
smaller groups and that they were effective in other areas as well. This 
resulted in her having little trouble with goal setting which helped her 
teaching style and produced desirable events. It can be concluded that 


the verbal feedback was very beneficial for Renate's teaching performance. 


LARRY 


The data results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 


Planning Phenomena 


The stimulated recall interview of the microteaching lesson 


revealed that some activities were prepared and others were not. 


For the microteaching lesson, Larry planned to present the 
objective "canon" followed by a recorded demonstration. At the beginning 
of the lesson, he explained "canon" and told the class that they were 
going to sing canons rather than play instruments. That Larry's under- 
standing of canon was secure was demonstrated by the fact that in his 
recorded example, he directed the students’ attention to the voices in 
which each entry was performed. He then questioned them as to which 
voices were used in the recording and he showed them the canon entrances 


on a transparency which he had prepared. He then asked them questions 
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about the choral section and its canonic entries. 


In the middle of the lesson, Larry had the students sing the 
canon first in unison then as a canon. He then summarized what the class 
had just done. He decided to use a record of a Teleman canon to demon- 


strate how canons were used in another era of music. 


For the end of the lesson, Larry asked the class to think of songs 
that could be sung in canon. The class realized that "Jingle Bells" 
could not be so sung since the harmony was inappropriate but that "Row, 
Row, Row Your Boat" could. He then concluded by having the students sing 


another round which he had put on a transparency. 


In summary, the information for the stimulated recall interview 
reveals that Larry had planned his goals and purpose, as well as the 
delivery system he was going to use, and that he had directed his use of 
interactions according to his original intent. His content structure and 


Sequencing were well organized. 


The observation made by the Melab coders for the present study 


indicate the following changes in Larry's teaching performance. 


In the formulation of goals and purposes, Larry was unsuccessful 
(a rating of 1) in having the students note the objective in the 
sectional and full-rehearsal pre-tests, very successful (a rating of 4) 
in presenting the objective in the sectional post-test and successful 


(a rating of 3.5-4.0) in the full-rehearsal post-test. 


In his instructional delivery system, Larry failed to call the 
class to attention in either the full-rehearsal or sectional pre-tests, 


although he was very successful in doing this in the sectional and 
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moderately successful in the full-rehearsal post-tests. Larry failed to 
present information clearly at the students’ level of comprehension in 
the full-rehearsal and sectional pre-tests, however in the full-rehearsal 
post-test, he was very successful and in the sectional, successful. In 
his use of criticism, praise, and in directing disciplinary actions 
accurately, Larry was unsuccessful in the pre-test for both classes and 
very successful in the post-tests. Larry was unsuccessful in giving a 
clear presentation to the class in the sectional pre-test but very 
successful (a rating of 5) in the post-test. In the full-rehearsal, he 


improved (a rating of 2.5-4.0) in his clarity. 


In the use of instructional strategies, Larry did not use 
demonstrations in sectional pre- and post-tests but in the full-rehearsal 
post-test he was very successful at doing this. Larry was unsuccessful 
at using a variety of techniques and keeping the students involved 
productively in the sectional pre-test but was very successful in the post- 
test. He did, however, successfully select material appropriate to the 
students! level of performance in the sectional pre- and post-tests. He 
failed to select repertoire material which was at the students' level of 


performance in the full-rehearsal pre- and post-tests. 


In structuring and sequencing the content, Larry did not use any 
of the end-of-the-lesson behaviors successfully in the full-rehearsal 
or sectionals but was very successful in the sectionals and average in 
the full-rehearsal post-tests. In both classes, Larry was only average 
in the pre-tests at maintaining smoothness and momentum in the lesson 


but was successful (a rating of 4.5-5.0) in the post-tests. 
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In summary, the Melab observations revealed the following about 


Larry's teaching performance: 


1. In setting goals and purposes, he was very successful in 
the post-tests while he was unsuccessful in the pre-tests. 

2. In his instructional delivery system for both classes, 
Larry was unsuccessful at calling the class to attention, 
being clear in his presentation, and directing disciplinary 
action accurately in the pre-tests, but was successful in 
the post-tests. 

3. In his use of instructional strategies, Larry became very 
successful in using a variety of techniques and keeping 
the students productively involved in the post-tests of 
both classes. 

4. In structuring and sequencing content, Larry was successful 
in developing an evaluation system and leaving the class 
with a feeling of accomplishment in the post-tests for 
both classes. 

5. Larry became very successful on smoothness and momentum 


in the post-tests for both classes. 


Personal Phenomena 


Several items are important in Larry's personal background. He 
was a fourth year student who had completed all his music requirements 
and was currently enrolled in music options and education courses. He 
had studied piano, flute, saxophone, voice and organ privately and had 


passed Royal Conservatory Grade X piano and Grade IX organ examinations. 
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He had been in school music programs for three years and had experiences 


as a choir director, organist, private teacher and dance band director. 


Two of Larry's decision-making processes are important: those 
involving class interactions and those involving instructional strategies. 
Most of his decisions were instructional. When asked about his instruc- 
tional strategies, he said: “by using a record, the students are getting 
aural experience and by showing a transparency, the students are getting 
pictorial experience." He also explained that he had used another demon- 
stration record to expose the class to two different periods of music. 
His interactive decision to have the class answer questions rather than 
telling them about the singing section of the first record was caused by 
a student's noticing a vocal aspect of the music. His other interactions 
were planned, e.g., asking the class which instruments were playing in 
the first recording and having them suggest songs which could be sung as 
canons. In summary, most of Larry's decisions were planned and instruc- 


tional. 


Most of Larry's ‘reflective thoughts' were concerned with planning 
procedures and class experiences. He indicated that using a number of 
activities was helpful for planning in general music but that he had not 
tried this with performing groups. He used singing successfully in the 
string class and stated that he thought song types would be a good topic 
for general music. His reflections contained some self-evaluations as 
demonstrated by the fact that he had provided a review for the class and 
was glad he had a pen suitable for the transparency. He also reflected 


that he would like to have had more training in strings before graduating. 
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Effects of Goal Setting 


Larry's use of the above behaviors had the following effects on 
classroom events. In the sectional post-tests, Larry decreased the drill 
time and increased the activity time which resulted in no time being spent 
in classroom management. In the full-rehearsal, Larry increased the 
amount of drill time and maintained the same activites time thus decreasing 
the amount of time spent on classroom management. Larry asked only three 
or four questions in the pre-tests for both classes and even fewer in the 
post-tests. However, as many pupils were selected to respond, he gave 
clues for improved responses and he accepted students’ comments or ideas. 
Little evidence was available from his performance to suggest the relative 


importance of process and product questions. 


The Instructional Behavior Evaluation (see Appendix P) indicates 
that Larry thought the treatment behaviors were effective (a rating of 1 
or 2) in assisting him to select goals and objectives, develop instructional 
Strategies, organize classroom discipline, develop materials and activities, 
plan with others, develop procedures and evaluation techniques, motivate 
students, conduct small group activities, give directions, formulate 


questions and responses, and utilize audio-visual equipment. 


Larry was in the group which received verbal feedback. From the 
stimulated recall, it was evident that Larry was able to plan adequately. 
The coders' scores indicate that he became effective in the use of planning 
behaviors (#1-18). The effective use of these behaviors resulted in an 
advantageous increase in drill and/or activities and a corresponding 
increase in classroom management. Because of the consistent effectiveness 


of the behaviors and the resulting advantageous classroom effects, it can 
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be concluded that Larry had few problems in goal setting. 


Effects of Feedback 


In discussing the appropriateness of the suggested behaviors, Larry 
indicated that they were effective (a rating of 1 or 2) in their under- 
lying principles, clarity, usefulness, interest and structure. He also 
Said that he had learned a moderate amount (a rating of 2) in the lectures, 
the microteaching sessions, and from using the behaviors in Melab. He 
Suggested the strengths of the treatment were in the use of audio-visual 
equipment and in inviting student participation but believed that the 
material presented during lectures should have been more complex. He 
suggested that he needed more preparation in rehearsal techniques. He 


considered the treatment good (a rating of 2). 


Larry's teaching performance demonstrated the following stylistic 
changes. He was rated low in withitness and overlappingness in the 
sectional and full-rehearsal pre-tests but was rated high in the post-tests. 
He was rated average in persuasiveness in both sectional and full-rehearsal 
pre-tests but high in both classes in the post-tests. He was also rated 
average on warmth and empathy in the pre-tests for both classes but was 


high in the post-tests. 


That Larry benefited from the verbal feedback was demonstrated by 


the fact that: 


1. His teaching performance as observed during the Stimulated 
recall interviews was evidence that he had planned well. 
2. His teaching performance generally improved in the post- 


tests on the treatment behaviors. 
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LILLIAN 


The data results are presented in the areas of planning phenomena 
and personal phenomena, and are discussed in the sections on Effects of 


Goal Setting and Effects of Feedback. 


Planning Phenomena 


The stimulated recall interview for the microteaching lesson 


revealed that some activities were prepared and others were not. 


In planning for the microteaching lesson, Lillian presented the 
concept of "phrase" by explaining it. When questioned about the quality 
of her explanation she stated that she was "just sort of giving the 
cognitive concept of what it was by comparing a paragraph to a song and 
a phrase to a sentence." However, investigation of Lillian's thought 
processes revealed that while she was teaching, she was thinking of many 
other things associated with phrases that she did not mention to the 


class. 


After her explanation, she then told the class to think about 
Spring and to compose an accompaniment that would be appropriate for a 
song about that subject. However, she had not decided upon an adequate 
instructional stategy to help the class later to develop a short melody 
about spring. All she told them was to use the pentatonic scale. She 


gave no direction as to time signature and duration. 


In the middle of the lesson, Lillian carelessly told the students 
to add words to their spring melodies, to notate them and to write the 
words below the notes. This led to much questioning about her objectives 


by the class. When questioned in the stimulated interview about her 
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casual manner she stated, “see, I didn't have to tell them to do it, 

they were doing it anyway [because they were her peers]." In her 
exoneration of her performance she draw attention to the novelty of her 
choice of the "Spring" theme and pointed out her use of simple vocabulary 


rather than complicated explanation in class. 


After the students had played their compositions without words, 
Lillian asked a student to explain his composition in order to check his 
understanding of the pitch relationships. At the end of the lesson, 
Lillian asked the class to lengthen the melodies they had written and 
add additional words to complete the song. Again, she had not planned the 
strategy for this activity. After the class worked for a while, she asked 
them if they understood what was meant by "phrase," the class nodded and 


the lesson ended. 


In summary, the information from the stimulated recall interviews 
reveals that Lillian had planned the goals and purpose for the lesson, 
but had failed to develop strategies. In her delivery system, She had 
planned to explain the term "phrase" and to ask very few questions. Upon 
reflection, Lillian seemed secure in the content structure but not in its 


Sequencing. 


The observations made by the coders in the Melab lesson for the pre- 


sent study indicate the following changes in Lillian's teaching performance. 


In the formulation of goals and purposes, Lillian was very success- 
ful in the sectional pre- and post-tests. However, in the full-rehearsal 
pre-test she was below average but became very successful (4.0-4.5) in 


the post-test. 
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In her instructional delivery system, Lillian was moderately 
successful in bringing the class to attention in the sectional and full- 
rehearsal pre-tests remaining unchanged in the sectional post-test but 
improving to very successful in the full-rehearsal. In both classes, 
Lillian was moderately successful in presenting information to the students 
clearly at their level of comprehension in the pre-tests and became very 
Successful in the post-tests. She was very SUCCESSTUI SIN Us.ing criticism 
and praise appropriately with both classes in the pre- and post-tests. 
However, in both groups, she was only moderately successful in the post- 
tests in directing disciplinary action accurately and preventing mis- 
behaviors from continuing but she became very successful in the post-tests. 
In her use of clarity, she improved (from 3.0-5.0) in the sectionals and 


she remained successful in both the full-rehearsal pre- and post-tests. 


In the instructional strategies she used, Lillian was very succcess- 
ful at giving demonstrations in the sectional pre- and post-tests. However, 
in the full-rehearsal she was only moderately successful in the pre-test 
although very successful in the post-test. In her use of activities, 
keeping the students productively involved, and selecting repertoire at 
the students level of comprehension, Lillian was successful in the pre- 


and post-tests for both classes. 


In structuring and sequencing the content, Lillian was moderately 
Successful using all of the end-of-the-lesson behaviors appropriately in 
the full-rehearsal and sectional pre-tests. However, in the post-tests 
She was successful only in developing an evaluation system and leaving 
the students with a feeling of accomplishment in the full-rehearsal and 


in reyiewing the main ideas of the lesson successfully in the sectional. 
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Lillian was only average in the pre-tests for both classes at maintaining 


smoothness and momentum in the lesson but was very successful in the post- 


tests. 


In summary, the Melab observations reveal the following about 


Lillian's teaching performance: 


In the formulation of goals and purposes Lillian was 
successful in both the sectional pre- and post-tests but 
improved substantially in the full-rehearsal post-test. 


In her instructional delivery system, she was very success- 


ful in calling both classes to attention but only moderately 


successful in the sectional pre-test. In both groups, she 
became very successful in directing disciplinary actions 
accurately and preventing misbehaviors from continuing in 
the post-tests. She was successful in her clarity with 
both groups in the post-tests although having been only 
moderately successful in the sectional pre-test. 

In structuring and sequencing content, Lillian was un- 
successful in sequencing all of the end-of-the-lesson 
behaviors in the pre-tests for both groups but in the post- 
tests was successful in developing an appropriate evalua- 
tion system and in leaving the students with a feeling of 
accomplishment. 

Lillian became very successful in her smoothness and 


momentum in the post-tests with both groups. 
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Personal Phenomena 


There are several items of importance in Lillian's personal back- 
ground. She was a third year student who had completed her music re- 
quirements and was currently enrolled in music options and education 
courses. She had studied piano privately and passed the Grade VII Royal 
Conservatory piano examination. Although she had not been enrolled in 
secondary music programs, she had directed, accompanied and sung in many 


choirs. She was currently teaching piano and theory privately. 


In her decision-making process, two areas are of interest: that 
involving class interactions and that involving instructional strategies. 
There were numerous occasions when Lillian's instructional strategy 
decisions were poorly formulated as when she stated the definition of 
phrase instead of rambling on the way she did, and that She "should have 
developed a procedure to help the class develop their short phrases into 
whole songs." Lillian's initial insecurity about the sequencing of the 
content created difficulties for her development of strategies as she 
taught, but once she had a chance to reflect on what had happened in 
Class, she demonstrated competence. One of her few interactive decisions 
involved her having a student explain why he had used a certain note in 


his composition. 


Most of Lillian's thoughts were self-evaluative and all concerned 
instruction. Many comments dealt with appropriate strategies which 
Should have been used in the lesson. Speaking of one of these, she said: 
"I should have had the student compose three more phrases and then try to 
join them to a whole song and have the other students put up their hands 


at the end of the phrase." When asked about the content structure of 
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"ohrases," She seemed secure about the context in which she had aecented 
the concept and also in which direction the discussion of the concept 

was leading. Even though she acknowledged that the instructional 
strategies she used were faulty, she insisted (correctly) that her delivery 
system of simplifying the language and using the "spring" theme was 


effective. 


Effects of Goal Setting 


Lillian's use of the above behaviors had the following effects on 
classroom events. In the sectionals, Lillian increased drill time and 
maintained the same activities time thus decreasing the amount of time 
spent in classroom management. In full-rehearsal, she doubled the drill 
time, and decreased the activities time, thus increasing the time spent 
in classroom management from zero to five minutes. Lillian asked four 
questions in the sectional pre-test and four in the post-test. In the 
full-rehearsal pre-test, she did not ask any questions but asked seven 
product questions in the post-test. In the post-tests for both classes, 
Lillian was successful in asking a number of different students to 
respond, in giving clues to improve responses , and in accepting students ' 
comments and ideas. (Unfortunately this data was not collected in the 


pre-test). 


The Instructional Behavior Evaluation (see Appendix P) indicates 
that Lillian, unlike her Group A peers who they rated higher, thought 
the treatment behaviors were moderately effective (a rating of 2 or 3) 
in assisting her to select goals and objectives, in developing instruction- 
al strategies, in organizing classroom discipline, in developing materials 


and activities, in planning with others, and in developing procedures and 
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evaluation techniques. She also believed that the behaviors aided her 
Slightly (this too was lower than her peers' rating) in motivating 
Students, conducting small group activities, giving directions, questioning 


and responding, and utilizing audio-visual equipment. 


Lillian was in the group which received verbal feedback. The 
researcher observed in the feedback sessions that Lillian was more con- 
cerned with her appearance than with the behaviors she was displaying. 
Fuller and Manning (1973) found this 'novelty' effect is present with many 
teachers who are young, attractive, verbal, intellectual and social as was 
Lillian. The researcher observed that in discussing instructional 
activities, Lillian was defensive about her behavior during feedback. This 
led her to express contradictory views about the behaviors in the stimulated 
interview and her behavior was observed to reflect these contradictions. 
This in turn produced inconsistent effects in the Melab classes. Confusion 
was noted concerning content sequencing in the stimulated recall as 
demonstrated by the fact that Lillian continually changed goals within 
class activities. This reflected a lack of clarity about goal formation 
and the activities needed for attaining them which indicate problems in 


goal formulation. 


Effects of Feedback 


In discussing the appropriateness of the suggested behaviors, 
Lillian indicated that they were only slightly effective in their under- 
lying principles, clarity, usefulness, interest and structure. She 
indicated that she had learned a moderate amount (a rating of 2) in the 
lectures, the microteaching sessions, and as a result of using the 


behaviors in Melab. (The other subjects had given these a rating of 1). 


von. debts. 2t0r voto ons Sarid haved Taal O21 6. adn? | 
onitevigodt of (ania? "Seegiee pens wank zim 008 
tanitreup -edohisenth aotvlp sears duce TT sme, pnt zou 
Sra rue I euler v~o hts. ontshitay brs. 
iecvav Levigagy Wari quere ond: nt Zaw 
cit 2s yale endhease ssedbee? edd af bovise 
vefaeth 2st : tveted. ont .déiw nadd beanies 


w tesearg 2) tose ‘egal ares bengo® (e%er) pata 
é fot» eGR ‘ovboaaa tn eBMOY aie 

jai oe Reet peeeyoern ie dat bey teedo “odovsses' » 

dod 4d. Hidde ewhaneteb 2ew nabl fd 

mi 20! verted sl tugs ewely AaesalbesInas Zee 

Sot bevines. seal) tophket/ ad bavisedo ie vorvatiad et ba 
i) of 2)ostte MaMereneont begubgig s 

te sath Oe yni seeupnn Snegnos Solon x 

Giw ei sop Laornade er TR nti ( mar{ihl tend Joe ors i 


LaOT bor mus YC Yo Jos! o batoattey efat— .eottie 
aeidowg ofecrln: paid mane. otnteess. wi? Bebeen esti tvik 


Mivied. 


49600 rH i} 


2Vorveled batesh\oue, alt to wavatet-qoregs oid palaewoekh a 
aghpy itedd of avigestte “ianihe «los. evew yeds todd. bedaa 
syle Cal soba te bNS ttayeta! .ezeniutesy  vitie(o .aale 
ot nt 0S Fu aniter 5) Some ederehom.s benieet bat ane 36s 

Sig pnteu to Jfoeade on bie , cnalzaae gatdoeator tm a 
(fe Gn? ter © seers cephp bet efoshdue walte. oT) sani nt 


= —_ 


She found the feedback sessions to be helpful for lesson planning but 
believed that the lectures and microteaching sessions were too rushed. 
She suggested that the researcher in future provide typed lecture notes 
for the students. All things considered, Lillian believed the instruc- 


tional model to be good (a rating of 2). 


Lillian's teaching performance demonstrated the following 
stylistic changes. She rated only average or below on the behaviors of 
withitness and overlappingness in the pre-tests for both groups but 
became very successful in these in the post-tests. She was only moderat- 
ely successful in persuasiveness in the pre-tests for both groups but 
became very successful in the post-tests. The behaviors of warmth and 
empathy rated above average for the pre- and post-tests for both classes. 
It is evident from the following summary that Lillian benefited only to 


a limited degree from verbal feedback. 


1. The problems associated with content sequencing and in- 
structional decisions indicate that she had problems in 
goal formulation. 

2. Her teaching performance on most of the behaviors im- 
proved except for those dealing directly with instruc- 
tional strategies. 

3. Because her use of the behaviors was not consistently 
effective, both negative and positive effects occurred 
in the classroom events, while in sectionals it 
increased. 

4. Some contextual cues prevented Lillian from benefiting 
completely from the treatment as evidenced by her 


mentioning that the treatment was too rushed. 
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5. Another area in which this treatment resulted in im- 


provement was in her overall teaching style. 


Post Hoc Analysis 


The effects of feedback were presented in two sections: the dis- 
cussion for each subject was presented in this chapter, Effects of Feed- 
back, and the discussion for Groups A and B was presented in Chapter IV - 


Question 3. However, a related question of interest is: 
What factors seem to control behavior in each subject? 


To answer this question, a short summary of each subject's planning 


processes is discussed below. 


Denis: In the section Effects of Goal Setting (in this chapter), 
evidence was given indicating that Denis had problems with goal setting 
which were attributed to his unplanned delivery system and content 
sequencing in his lessons. In addition, teaching style behaviors were 
rated lower in the post-test for the Melab lesson which in turn produced 
adverse results in the classroom. The researcher attributes this failure 
of goal setting to Denis not atiending to the relevant cues provided in 
the modelling procedure and his lower scores on withitness in his in- 
struction. His lack of attention to modelling cues is reinforced by the 
fact that he did not answer the evaluation questions involving modelling 
techniques at the end of the treatment. In addition, he failed to attend 
lectures on several occasions and needed reminding about the microteaching 
times. His unawareness of the happenings in class was demonstrated by 
the fact that all his interactions with the pupils had been unplanned; 


he had not used students' ideas in class, and in the stimulated recall 
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interview, he noted that he had not used praise with the students. In 
conclusion, Denis' unorganized patterns of behavior in the classroom can be 
attributed to his not attending to both the modelling cues present in 


lectures and the student cues present in his teaching. 


Margaret: From the Effects of Goal Setting discussion, evidence 
was presented indicating that Margaret had problems with goal setting which 
were attributed to her planning processes of interactions. Although 
Margaret acted upon student interactions, she had not previously made any 
decisions about class interactions. As a result, the lesson often took off 
on tangents that Margaret had not anticipated. In addition, even though 
there is evidence to suggest that Margaret did sufficiently attend to the 
modelling procedures used in lectures, she did not respond adequately to 
written feedback. However, all evidence indicates she would have responded 
to another type of feedback since she did try to implement all the 
behaviors suggested. Fuller and Manning (1973) suggest if feedback is 
accompanied by peer or supervisor intervention, behavior change is more 


likely to occur. 


Reiner: From the Effects of Goal Setting discussion, evidence was 
presented indicating that Reiner had problems with goal setting which were 
evidenced by his unplanned content structure and sequencing. Even though 
Reiner was an excellent musician, he had problems with his understanding 
of musical content. As a result, he failed to sequence concepts or 
activities in directions which his pupils could understand. That Reiner 
did attend to the modelling cues presented in the treatment was reinforced 
by the fact that he indicated he had learned a great deal in this area at 


the end of the treatment. As in Margaret's case, perhaps verbal feedback 
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could also help clarify certain misunderstandings that Reiner had about 
music concepts. In conclusion, Reiner's inappropriate teaching 
behaviors stemmed from his lack of understanding of musical concepts and 
his inability to attend sufficiently to the cues provided in written 


feedback. 


Lori: From the Effects of Goal Setting discussion, evidence was 
presented indicating that Lori had problems with goal setting which can 
be attributed to her uncertainty about content structure and sequencing. 
In her instruction, Lori was effective in her demonstrations, strategies, 
and delivery system in both Melab pre- and post-tests. Lori's major 
subject area was English which can account for her uncertainty in the 
music area. Because of her content and structure uncertainty her class 
momentum and smoothness behaviors were rated low. In addition, Lori did 
not attend to the written cues provided in the feedback since many of 
her behaviors were rated lower in the post-test. However, all evidence 
indicates that if verbal explanation could have been given to aid her 
understanding of certain music concepts, she would have attained higher 
scores. In conclusion, most of Lori's inappropriate teaching behaviors 
resulted from her lack of musical understanding and the ineffectiveness 


of written feedback. 


Tom: From the Effects of Goal Setting discussion, evidence was 
presented indicating that Tom had few problems in the planning process of 
goal setting. Tom's decisions dealing with content, sequencing, strategies 
and delivery system were planned even though his interactions were un- 
planned. However, since he seemed secure in his lesson planning, he was 


able to employ satisfactory strategies during unplanned interactions. In 
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addition, he seemed very secure about his content structure which he 
satisfactorily justified during the stimulated recall interview. Since 
the behaviors and classroom event times all improved from the pre- to 
the post-test, it is possible to conclude that Tom had few problems in 
goal setting. Because of his adequacy of planning and his high ratings 
on the behaviors and classroom events, it is evident that the verbal 


feedback was beneficial to Tom. 


Renate: From the Effects of Goal Setting discussion, evidence was 
presented indicating that Renate had few problems in the planning process 
of goal setting. In addition, her decisions involving instructions and 
interactions were planned, as were her prior goals, strategies, delivery 
systems, and content and sequencing. With the high ratings on the 
behaviors, Renate also obtained desirable results in the classroom events. 
From her statements regarding the benefits of verbal interaction between 
the supervisors and peers (indicated on the evaluation foun)». it hts 
possible to conclude that Renate's behavior change and adequate planning 


resulted from this interaction. 


Larry: From the Effects of Goal Setting discussion, it was con- 


cluded that Larry had few problems in the planning process of goal 

setting. He adequately planned his goals, strategies, delivery system, 
content and sequencing. In addition, his decisions regarding instructional 
methods and interactions were also appropriate. Since all ratings on 
behaviors and classroom events were considerably higher in the post-test, 
jt can be concluded that verbal feedback aided Larry in his planning 
processes and his behavior changes. However, it is of interest to note 


that Larry believed the treatment to be good (a rating of AES 
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Suggests that even though Larry's behavior change was advantageous for 
the classroom, he stated that he considered behaviors unrelated to the 


treatment to be more desirable (e.g. high school band techniques). 


Lillian: (A unique case) From the Effects of Goal Setting dis- 
cussion, evidence was presented that Lillian had problems in goal 
formation. Problems in this area added to Lillian's inability to plan 
adequately; she did not plan appropriate strategies or goals in her 
lessons. Evidence also indicated that Lillian had problems associated 
with relating the modelling cues presented during the treatment. How- 
ever, despite these problems associated with planning and modelling, 
Lillian improved satisfactorily on most of her behaviors and also 
improved her classroom management time. However, there were inconsist- 
encies noted in Lillian's instructional strategies and classroom event 
times. It is therefore evident from these findings that Lillian's 
behavior changes were only affected by the verbal feedback to a limited 
degree; also, evidence suggests that Lillian did not attend to the 
modelling cues and the verbal comments offered by the supervisor. One 
reason for Lillian's limited performance is offered by Bandura (1974) who 
refers to the limited acquisition of modelled behavior if a subject does 
not identify with the model. In addition, Lillian's defensive behaviors 


may have a psychogenic base. 
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CHAPTER VI 
CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 


There are two main areas of investigation in the present study: 
the primary area is concerned with the effects of microteaching, using 
modelling and feedback, on the acquisiton of teaching skills; the 
secondary area, with the effectiveness Of ‘direct instruction’ 


behaviors for secondary music classes. 


The findings reported above (Chapters IV and V) support tenta- 
tive conclusions. Results for the main area of investigation are 
summarized and described below under the headings: Microteaching, 


Modelling, and Feedback. 


In the secondary area the methods for investigating the effects 
of direct instruction on the children are firstly, a compilation of the 
time spent on the various class activities in instrumental full-rehearsal 
and sectional music classes, and secondly, the percentage of engagement 
time. The findings for this part of the investigation are Summarized 


under Direct Instruction below. 


Investigation of the pre-service teachers' thought processes 
in planning for direct instruction are also summarized as part of the 
secondary purpose of the study. The findings for this part of the 
investigation are summarized under the headings of Direct Instruction 


and Planning Processes. 


Conclusions 


Conclusions are presented under the following headings: Micro- 


teaching, Modelling, Feedback, Direct Instruction and Planning Processes. 
214. 
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Microteaching 


The results are based on information obtained from the experi- 


mental and pre-post test investigations. Analysis of microteaching 


suggested that it seemed an effective procedure for training in 


teaching skills. 


ae 


All eight subjects in the experimental group benefited 
in the actual classroom setting by having practised and 
received feedback on teaching behaviors in a simulated 


class setting. The advantages of using microteaching 


~ (practising behaviors in a small class setting) was noted 


on the evaluation, and all subjects also demonstrated 
improvement on behavior ratings in the post-test. This 
appears to support previous research that practising 
behaviors and receiving feedback enables students to 

learn and transfer teaching behaviors to actual classroom 
settings. 

It seemed evident that sequencing lesson behaviors from 
beginning-to-end and subsequently practising them in 
succession enables skills to be effectively dealt with 
during microteaching since the results revealed higher 
ratings in all skill categories. Therefore, it was 

found that classifying the behaviors into the following 
areas enables better student learning: beginning-of-the- 
lesson behaviors, middle-of-the-lesson behaviors, teaching 
style, and interaction behaviors. From this it appears 
that the earlier research, in which there was no behavior 
sequencing and the success of microteaching was limited to 


only a few behaviors, was faulty. 
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3. Prior to the present study the effectiveness of micro- 
teaching using direct instruction behaviors had been 
established for elementary mathematics and reading classes; 
however, this study found microteaching with direct 
instruction also appropriate for training music teachers 
in instructional behaviors, as evidenced by the experi- 
mental groups' increased class engagement times. This 
finding tends to indicate that mathematics and reading 
teaching behaviors are similar to music teaching behaviors 
in that the goals are formulated and learning outcomes 


are obtained by repetition and drill. 


Model ling 
Both the observed obtrusive effects in the classroom and the 
analysis of the SRI (stimulated recall interviews) content (i.e., 
restricted to planning) preclude the drawing of generalizations beyond 
the pre-service teachers involved in the present study. The pre-post 
test design and the lack of a control situation are additional limi- 
tations in the modelling treatment. The following conclusions, there- 
fore, must be regarded in light of the above qualifications. 
1. The differences between the pilot and the final study 
training procedures suggest that modelling-intended 
teaching behaviors are desirable. It was found that 
when the supervisor modelled the behaviors in 
succession and in contexts similar to those in which 
they were to be presented, the subjects obtained higher 
behavior ratings. This finding is in agreement to 


earlier findings in modelling. 
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Similar research relating the benefits of model ae 
fication have also been substantiated in the present 
investigation. The subjects' evaluation statements 
indicate their positive association with the model 
(supervisor) and the SRI yielded information regarding 

the behavior change benefits incurred from this 
association. 

Earlier research confirmed the advantages of using peers 
as models of appropriate behaviors; however, this was 

not substantiated in the present study since the pilot 
findings revealed that the group using peer and supervisor 
modelling had no greater behavior gains than the super- 
visor only group. 

Bandura's theories for modelling appear to be beneficial 
for training teaching behaviors since all subjects obtained 
behavior gains. This procedure includes: exposing the 
skill's essential features, studying its principles, video- 
viewing with active student participation, and practising 
the skill in a teaching context similar to that which was 
demonstrated. 

It appears that when the behaviors to be learned are 
numerous and complex, both modelling and appropriate feed- 
back may be needed for significant behavior changes. 

Group C, which received no feedback, did not obtain the 
behavior gains achieved by Group A and Group B. However, 
when inappropriate (written comments) feedback is used, 

jt appears that modelling only is more effective since 


Group B (written comments feedback) behavior scores in 
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Feedback 


flo. 


some cases declined, whereas Group C (modelling with 

no feedback) stayed the same. 

All groups received adequate modelling and this produced 
beneficial class changes in Melab in each case. All 
groups increased the time spent on drill, and decreased 
classroom management time. This again appears to support 
the notion of using an appropriate modelling procedure 


in order to change behavior. 


The results are based on data obtained from the experimental 


and SRI (stimulated recall interviews) investigations. Feedback is 


desirable when the skill is complex and is to be meaningfully learned 


(see page 45). 
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Group A which received appropriate feedback improved 

on twenty-four behaviors (eleven significantly) and 

as such was better than Group B and Group C who 
exhibited fewer behavior increases. This supports 

the desirability of using supervisor verbal feedback 
rather than supervisor written comments. 

That the supervisor's use of verbal comments facilitated 
the learning of planning processes is evidenced by the 
fact that all members of Group A appeared to have fewer 
problems with goal setting, and they appeared better 
organized in content structure, procedures, and sequencing. 
It appears that when subjects had an opportunity to dis- 


cuss planning procedures (Group A) fewer problems resulted, 
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as opposed to those who did not have this opportunity 
(Groups B and C). 

Given appropriate (i.e., verbal) supervisor feedback, pre- 
service teachers demonstrated positive behavior changes 
and more effective teaching style, produced more 
academically engaged minutes in their classes and dis- 
played the ability to plan more adequately. 

In support of earlier research in this area, the use of 
direct instruction feedback had the greatest affect on 

the time spent on activities and the number of product 
questions used in classroom interactions. 

Supervisor's verbal feedback appeared to be especial ly 
valuable in aiding pre-service teachers to plan adequate 
goals and strategies. With written feedback, the super- 
visor could not help the subjects to plan adequately in 
the following areas: content structure, content sequence, 
interactive decisions, goals, strategies, delivery system 
and student needs. These results appear to be new findings 
in this area. 

Pre-service teacher perceptions regarding the adequacy of 
feedback are not always correct. Both experimental groups 
believed the feedback they received was beneficial, but 
this was not correct. Group B (written comments), showed 
substantial decreases after feedback on teaching style 
behaviors, whereas Group A (verbal comments) scores increased 


on the same behaviors. 
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Although supervisor feedback was advantageous in aiding 
in interactive decisions (see page 52), the fact that 
only one of the experimental subjects seemed to be able 
to plan interactive decisions, supports similar findings 
as to the benefits of using other types of training 


devices (¢.g., microteaching). 


Direct Instruction 


The results concerning direct instruction behaviors for differ- 


ent music contexts were obtained from both experimental and pre-post 


test investigations. The Melab observations revealed the following 


information about the use of ‘direct instruction’ behaviors for 


secondary music classes. 


Te 


As with Rosenshine's (1979) findings, the present study 
also found that subjects who obtained high ratings on the 
instructional behaviors also obtained high teaching 
style behavior ratings and high class engagement times. 
Since Group A had the highest ratings in all three 
categories, it may be that teachers who exhibit superior 
instructional and teaching style behaviors do, indeed, 
produce higher class engagement times. 

The high class engagement time results suggest that half 
the available class time should be spent on drill, and 
one quarter of the time on activities, and that product 
questions, praise and feedback should be used. These 


appear to be new findings in music classes. 
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That the behaviors seemed more effective for large 

groups than for small groups was evidenced by the 

fact that in the full-rehearsal and general music 

classes subjects demonstrated significantly more 

behavior increases than in the sectional classes. 

This finding agrees with Rosenshine's (1977) finding 

that direct instruction is more effective for large 
groups than for small groups. The goals for large 

group instruction coincide with 'direct instruction’ 
teaching in that the purpose of both is moving the 
students as efficiently as possible through the 
materials. 

Unlike the Texas Junior High Study, Evertson and Brophy 
(1978), the present study did not find that sustained 
questioning (i.e., process questions) produced any 
substantial differences in class engagement times. In 
fact, in the case of Group B, where more process questions 
were asked, the class engagement times were relatively 
low. It may be that in instrumental music classes, the 
time spent on drill and activities is more advantageous 
than time spent in question and answer periods. 

The most successful pre-service music teachers (i.e. 
those having the highest behavior ratings) were similar 
to the Texas study junior high mathematics teachers in 
that both were found to be business-like and authoritarian. 
The commonality of the subject matter between music and 
mathematics (i.e., lesson pacing is continuous, more home- 
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important, teacher demonstrations are important) may 
account for the similarity between both groups of 
teachers. 

6. Similar to findings on direct instruction in other 
content areas, the present study found the high pro- 
portion of class activity time and the use of product 
questions (c.f., process questions) advantageous for 
music classes. 

7. Information obtained from the evaluation questionnaires 
revealed the following about the behavior beliefs of 
the experimental subjects. All except two of the Sub- 
jects indicated the behaviors to be very useful for 
instruction in selecting goals and objectives, organi- 
zing classroom discipline, developing materials and 
activities, motivating students, questioning and res- 
ponding, utilizing audio-visual equipment, planning with 
others, and developing evaluation techniques. All but 
one subject indicated the behaviors to be especially 
valuable for selecting instructional strategies and con- 


ducting small group activities. 


Planning Processes 
Information obtained from the stimulated recall interviews with 
the pre-service teachers revealed descriptions about instructional 
planning. 
1. In accordance with Fuller and Manning's review (1973) on 
the tension-equilibilization theory (i.e., self-evaluation 


causing enough dissonance to warrant change), the subjects 
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who were able to discuss their performances with the 
supervisor (verbal feedback) were better able to plan 
adequate goals, strategies, delivery, content structure 
and sequence. The subjects who were not given this 
opportunity (written feedback) encountered goal setting 
problems in one or more of the above planning areas. 
The present study found that with the aid of verbal 
feedback the subjects' intended and observed teaching 
behaviors were congruous. However, when written feedback 
was used this was not the case. In fact, it was found 
that significantly more planned behaviors were actually 
implemented in Group A (verbal comments) than in the 
other groups. 

The subjects who had fewer problems with planning also 
obtained higher teaching style ratings, whereas Group B 
and Group C subjects who had problems in planning were 
rated lower on the same teaching style behaviors. It 
may be concluded therefore that planning and teaching 
style behaviors are directly associated. 

It was found that subjects who viewed their video 
teaching performances subsequently improved in formulating 
instructional decisions, but not in decisions regarding 
interactions. It would appear that another method is 
necessary for providing adequate training for decisions 
involving interactions. 

Subjects seemed better able to judge their own instruc- 
tional behaviors when they viewed their own teaching 


performance and compared their performance to the model 
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demonstrations presented in lectures. Again, this rein- 
forces the importance of model demonstrations in aiding 
the change process. 

The stimulated recall interviews were especially helpful 
in aiding subjects to isolate particular weaknesses 
encountered in their planning of content structure, 
Sequencing, strategies, or goals. 

The present study also found that most of the pre-service 
teachers' problems in planning were concerned with content 
structure, sequencing and assessing student needs. These 
findings appear to be new in this area. 

All except one of the subjects who were given verbal feed- 
back seemed to have meaningfully (see page 45) learned their 
behaviors since there were subsequent increases in each of 
their teaching style ratings. However, in Lillian's case, 
the behavior seemed only to be rote learned possibly due 
to planning problems. Even though her teaching style 
behaviors were rated higher in the post-test, her incon- 
sistent instructional behaviors produced lower academic 
engagement times for the class. It appears that when 
behaviors are rote learned (e.g., Lillian's case), the 
effects are not favorable. This seems to be a new finding 


in this area. 
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Implications and Recommendations 


The results of the present study have implications and suggest 
recommendations for teacher education, in-service education, and other 
areas of research. The limitations involved in this study, namely the 
small number of subjects, the limited number of observations, the 
selected number of interviews, and the random selection of lessons, 
preclude the drawing of generalizations beyond the pre-service teachers 
involved in the present study. The effects of the coder in the observed 
classroom, the relationship of the interviewee to interviewer, and the 
coder's perception of in-service and pre-service teaching behaviors, 
may have singly or collectively served to generate anxiety or produce 


concern regarding teaching strategies, discipline, or control. 


Therefore, the following conclusions must be regarded in the 


light of the above limitations. 


Teacher Education 


1. The use of the 'direct instruction’ model is beneficial 
for training in music eens behaviors for secondary, 
general music and full-rehearsal classes. 

2. The ‘direct instruction’ behaviors are important for 
keeping classes on-task for longer periods of time. 
These findings on the positive relationship between 
behaviors and student on-task time provide useful in- 
formation not only for practitioners in teacher 
education, but also for music educators as well. 

3. The SRI's revealed valuable information about the sub- 


jects' intended behaviors, instructional decisions and 
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self-evaluation. This information was valuable in 
assessing the subjects' information processing system 
and in determining their teaching actions. 

4. The stimulated recall interview was very effective for 


revealing information about the pre-service teachers’: 


(a) intended behaviors 

(b) planning constructs 

(c) decisions regarding instruction 
(d) criteria for self-analysis 


In-Service Education 


Borg (1970) and Young (1980) have alluded to the importance of 
different training procedures with pre- and in-service teachers. Young's 
description of in-service education includes, among other things, im- 
provement in the professional knowledge and skills of a teacher. He 
advocated research in the areas of adult learning, change processes, 
and helping relationship and alludes to the importance of these for 
successful training in in-service education. Since the present study is 
concerned with the change process and teaching skills (pre-service and 
in-service), the following implications are noteworthy. 

1. Although microteaching was appropriate for the training of 
pre-service teachers, this method of aided feedback (i.e.; 
supervisor) is not recommended for the training of in- 
service teachers. Other training methods recommended 
for in-service teachers include role-playing, videotape 


discussions, problem situation demonstrations and practical 


presentations. 
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2. Teaching style behaviors and interaction behaviors can 7 
improved through in-service programs. Although these 
behaviors pre-suppose knowledge characteristic of experi- 
enced teachers, the CRT results revealed that they improved 
significantly with training. 

3. The results of the CRT Quest Project provide evidence of 
significant relationships between teaching strategies and 
pupil achievement. (See MacKay, CRT Report No. 79-1-3, 
1979b). 


Areas of Research 


The results of the present study have a number of implications 


for stimulated recall and music education studies. 


1. Stimulated Recall Studies: Since few studies have in- 
vestigated pre-service teachers' information processing 
during planning, it is suggested that further studies 
are required to investigate (1) variations in teacher 
planning styles of information processing, and (2) the 
content of the information they process. This type of 
investigation should address itself to the following 
needs: 

(a) The need to refine further the videotaping procedures 
so as to capture both the teacher and pupil verbal 
classroom interactions. In addition there is a need 
for further refining of the content analysis procedures 
so as to interpret the nuances of teachers' descriptions 


of content characteristics. 
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(b) The need for longitudinal studies to gather data 
concerning teacher information styles in music. 
Also in depth case studies dealing with how 
teachers process this information in various music 
classes would be valuable. 

(c) The need to conduct stimulated interviews with 
music teachers in different classes and to explore 
in-depth relationships of planning to the instruc- 
tional process. 

(d) The need for further investigation into teacher 
self-monitoring which Good and Brophy (1973) found 
to be one indicator of teacher effectiveness. 

Music Education Studies: As one of the few research studies 

on pre-service music teachers’ behavior and planning thought 

processes, the present study offers insights into teaching 
behaviors which are effective for secondary music teaching, 
and gives some evidence indicating how pre-service teachers 
formulate and implement these behaviors. The richness of 
the data and the exploratory nature of the study have 
revealed a number of prospective research directions. 

(a) There is a need for case studies which examine the 
relationship between teacher understanding of music, 
teacher objectives in music education, and inter- 
active decision making. 

(b) There is a need for longitudinal studies which 
examine pupil and teacher perceptions of the instruc- 
tional processes in music, and their respective aware- 


ness of lesson objectives. 
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(d) 


There is a need for studies which provide evidence 

of significant relationships between behaviors and 
other phenomena in music instruction and pupil 
achievement, engagement times or other product 
measures. 

There is a need for more refined research techniques 
for time on-task studies which, with the aid of 
stimulated recall, would investigate pupil information 


processing for a specified duration in music classes. 


There is a need to investigate further pre-service teachers’ 


thought processes, beliefs, and principles during music 
instruction. 

There is a need to refine further the specific behaviors 
needed for teaching different music contexts. It is 
suggested that music pre-service educators further refine 
the content of the music to be taught before applying the 
appropriate teaching behaviors. 

There is a need to investigate the effect of direct 
instruction in different music classes with different 
kinds of students. The question still remains: for what 
educational outcomes and for what kinds of students is 


direct instruction more effective? 
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Appendix A 


Manhattanville Teaching Evaluation Form 


Student's Name: Evaluation: 


INTRODUCTION 


BODY 


CLOSURE 


SS 


Satisfactory 
Satisfactory 
Unsatisfactory 


Very 


1. How effectively did the teacher's method 
Of introducing the lesson help students 
become interested in the main body of 
the lesson? 


2. How well were the goals set for the cae 
total class group? 

3. How effectively did the teacher give 
guidelines or cues in the introduction 
which were helpful jin understanding the 


lesson? 


4, How effective was the relationship or 
connection between the introduction and 
the body of the lesson? 


5. How effectively was the content related 
to the aims and teaching method of MMCP? 


6. How effectively were the teacher's questio 
answer discussions in promoting discovery 
learnings by the students? 


7. How good were the personal relations 
between the pupils and the teacher? 


8. How well did the teacher vary the kind of 
participation required by the pupils? 


9, How effectively was the ending of the bod 
related to the closure of the lesson? 


10. How well did the teacher round off the | 
lesson by summing up progress and display 
ing the work of the groups? 


To satisfactorily complete this session, a student must 
gain a minimum of 6/10. 
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Appendix B 


MMCP_(Manh 
attanville : 
Curriculum Concept Spiral 
ral_and Stretegie: ‘% 
eT, egies <== 
= hy Vs: 
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Cycle 1. 
TIMBRE oa 
The quelity or color of sound, the timbre, is a major factor 
in the expressiveness of music. The timbre may be shrill, in- 
tense, dulcet, silvery, nasal, smooth, bright, or dull. Choos- 
ing the timbre which best expresses what the composer has in 
mind is one of many decisions which he must make when creating 
music. 
PITCH 
The comparative highness or lowness 
of sounds is also determined by the 
DYNAMICS composer. Initially, his choices 
will deal with sounds of indefinite 
The degree of loudness or softness, the pitch such as those produced by a 
volume or the dynamics of the sound, also triangle, a cymbal, a drum, etc. 
must be determined by the composer. In such cases, highness or lowness 
Music may be loud, forte (f), soft, piano often depends on preceding and/or 
(p), or medium-loud, mezzo-forte (mf). following sounds. (A cymbal sounds 
The volume of the music or any one part low after a triangle but high after 
of the music will affect the total ex- a large drum.) 


pressive result. 


FORM 


The plan, the 

shape, the order, 
the form of a piece 
9f music is another 
Jetermination made 
y the composer. 
form refers to the 
ural design, the 
vay the sounds are 
but together. The 
7Omposer's plan or 
form is based on 

iis expressive intent. 


at characteristic of music which 
The pulse 


is the underlying beat (sometimes not heard a 
but only sensed) that may help to create a 


Tempo is th 
makes it appear to go fast or slow. 


feeling of motion in music. These items are 


the choice of the composer. 


ities telham Boel, wa 
~ii fh otta ed yan omg, 
vant? .fivuh 36 Sapa aa ¥ 

ok ent semagnoe 2A? Yar 
ofianes1o netiw wie Bae 


Roe. 

ity 
gaamwol «xo aeondpld ovitsastHeme nee 
at Yd haviherse tab aoe ad 2hatoe We 
veohoto elf \MIIREAY | eee 


ra Bue 
tiahns 96 shrew , Heiws debi | 


: 7 a Ve r 7 

A q eh VON) Any aot nh Ml,» rss! ¢ is "y 
oOo: <a. 6& , sear. @ 7 tons 

* x PenGcotA ,» SaeaS A wird ’ 6 


WW Chhieoakg ve chasiget hd 
pEadatiice schiy> Aj sue F Swol tat, rae Beeh : 
cathe right sud Rs fizs & TOPS wed, Shing ‘in ar 
i puree omeet a, ~me ietoy ed® "soa 


a =) 
ay 


= 
% 
5 
bh 
= 
— 


i ee al ete a oc age” 
: ~—s \ X 
e 2 
“1 £ ‘RS. 


motte shnie Iq Ti 
ttieg af? .wole 26 
Aver toe sankie 

» efarn oF glad) 
rE wm seed? CC, 


A Sample Strategy 
Cycle 1. 


eee 


The degree of loudness or softness, 
the volume or the dynamics of the 
sound, will affect the total ex- 
pressive result. 


LL 


Using the entire class as performers on object instruments, 
volunteer students will conduct an exploratory improvisation 
to investigate the effects of: sounds used singly, sounds 
used in combination, and dynamics. It is suggested that be- 
fore the improvisation the volunteer conductors choose 3 or 
4 students who will play Singly when directed. Conducting, 
cues for entrances and exits should also be established. 


Tape the exploratory improvisations for immediate playback 
and evaluation. Discuss all perceptions verbalized by the 
students. Extend the discussion by including the following 


. questions: 
How did volume or dynamics affect the total result? 


Can all of the object instruments be heard at an equal level 


of volume when performed in a group. 


Groups consisting of 4 or 5 students will plan an improvisa- 
tion. Pocus attention to the quality of sounds used singly, 
the quality of sounds used in combination, and the expressive 
use of volume. Consideration for the overall shape of the 
Piece should also be a concern. 


Following a short planning and practicing period (about 10 
minutes), each group will perform the improvisation for the 


class. 


Tape the improvisations for immediate playback and evalua- 
tion. Discuss students’ comments as they relate to the im- 
provisations. Extend the discvssion by focusing attention on 
the following questions: 

What degree of loudness or softness was used most frequently 
by the performing groups? 

Did the improvisations have an overall shape or design? 


Summarize the discussion by introducing forte (f), piano (p), 
F : In listening to the recorded examples 


and mezzc-forte (mf). 
ask students to identify the dynamic level used most fre- 


quently by the composer. 


Did you get any musica’ ideas from this composition that you 
might be able to use? 


Suggested Listening Examples: 

= Parade - Gould, Morton; Columbia CL 1533 

- Te Deum, Judex Crederis - Berlioz, Hector; Columbia ML 4897 

- Prélude a l'Aprés-midi d'un faune - Debussy, Claude; London LS 503 
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APPENDIX D 
PROJECT QUEST: TEACHING STRATEGIES 


254. 


Appendix D 


Project Quest: Teaching Strategies 


Behavior Management and Classroom Discipline 


R* 


= 


TO: 


Teachers should use a system of rules dealing with 


personal and procedural matters. 


Teachers should prevent misbehaviors from continuing. 


Teachers should direct disciplinary action accurately. 


Teachers should move around the room a lot (monitoring 


seatwork). 


Teachers should handle disruptive situations in a low 


key manner (non-verbal, proximity, eye contact). 


Teachers should insure assignments are interesting and 


worthwhile when children work independently. 


Teachers should use a system of rules which allow pupils 


to carry out learning tasks with a minimum of direction. 
Teachers should optimize academic learning time. Pupils 
should be actively involved and productively engaged in 
learning tasks. 

Teachers should use a Standard signal to get Students ' 
attention. 

Teachers should not begin speaking to the group until all 


students are paying attention. 


Instructional Methods 


R 


igi 


Teachers should use a variety of instructional techniques 


adapting instructions to meet learning needs. 


CII. 


dttw pihtsad ial m pe ait 
onion foe brs 

ostyattaoa mort 2votvededara anaveny buat vistas cs 
iaponose nortas even Tat togtio biuort et 


as = 


Pay) 
pyri tad tom) of 5 Moon vt yas da evade a 
| _ notes aa 


wot 6 at aaotbeubhte oa attiniin bfiuode- eistioseT eo 
~~ 
(toaster we VM  heRete a Oe ae ne 


bre untiesyeint axe staemngteen avent’ biuone ensiioneT © 
ebay eet dow nowbt tas wt oan: 7 


2irquy welts dotiw eatyy Fe meee S Get biuowe serosa | 
-nottoetth to mumbatars date aneat gnisrinel duo. ern: ok 
2\iqua vomtd priitsel ofiieae axhntago bhxore neaset 48 
vi bapepes yiavhy uber, bas bav fownt Yiavitos ad bfwode 


“a 


.. -wedesd privet 
; : ce 
‘etmabuze Jog of fonete brbaide 6 aev bluode evedzssT 48 | 
) Nae | a .oolinstie = 


Pen Him cuore ath iene a sess eraigeeT oF 
scaithaihes ne saab - 


soupiniions Lanotioustent Tay 
hear peraset 3 


— 


Ee 12. 
E Si 
E 14 
R jae 


Teaching Style 


R Ge 
R les 
R 18. 
R ‘he 
R (AO 


290. 


Teachers should use a system of spot-checking assign- 


ments. 


Teachers should relate mathematics games and in- 


dependent activities to the concepts being taught. 


Teachers should use techniques that provide for the 
gradual transition from concrete to more abstract 


activities. 


Teachers should use an appropriate mixture of high 


and low order questions. 


Teachers should be aware of what is going on in the 


classroom. 
Teachers should be able to attend to more than one 


issue at a time. 


Teachers should facilitate the smooth flow of the 
lesson or a smooth transition from one activity to 
another. 

Teachers' behavior should maintain the pace of the 
lesson. 

Teachers should be clear in presentations to the 
class. 


Teachers should be able to motivate children. 
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Teachers should provide evidence of "caring," 


"accepting," and "valuing" of the children. 


Teachers should respond accurately to both obvious 
and less obvious meanings, feelings, and experiences 


of the children. 


Questioning and Feedback 


R 24. 
R 25): 
R 26. 
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R Zoe 


*R - Research 


Teachers should select many different pupils to respond 


to questions. 


Teachers should use techniques such as rephrasing, 
giving clues, or asking a new question to help a 
pupil give an improved response when pupils’ answers 


are incorrect or only partially correct. 

Teachers should use praise to reward outstanding 

work as well as to encourage pupils who are not always 
able to do outstanding work. 

Teachers should use mild criticism on occasion to 
communicate expectations to more able pupils. 

Teachers should accept and integrate pupil initiated 
interaction such as questions, comments or other 


contributions. 


E - Edmonton practitioners 
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Appendix E 


Instrumental Instructional Behaviors 


The following thirty-three behaviors deal with ‘direct teaching’ 
principles in an instrumental music rehearsal. The behaviors in this 
instructional guide are concerned with getting the students' attention 
and maintaining the students' interest through the use of pupil-teacner 
interaction. The behaviors center mainly on the organization and 
clarity of an effective rehearsal situation based on active student 
participation wherein small groups and individuals are engaged in a 
variety of learning activities. The behaviors are outlined in both 
general instructional behaviors and specific music behaviors, and 


are presented in a lesson format below. 


I. Direct Instruction Behaviors 
A. Getting the children's attention. 


R* 1. Teachers should not begin speaking to the group 
until all students are paying attention. 

R 2. Teachers should stop speaking or instruct a con- 
tributing student to stop speaking until all 
students are paying attention. 


B. Introducing a lesson. 


R 3. The teacher introduces the lesson with a brief 
overview. 

OR* 4. The teacher presents the objective or new words 
to be emphasized clearly at the beginning of the 
band period. 

R 5. After presenting the objective or new words, the 
teacher has the students note them. 

OR 6. Teacher gives a demonstration or explanation pre- 
ceding the children's attempt to do the work. | 
This would include warm-up and technique exercises 
which help clarify the students' understanding of 


the objective. 


C. Presentation of material. 


R 7. Teachers should present information to students in 
a clear, orderly, well-organized manner. The 
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teacher reviews at the beginning and as needed 
throughout the lesson; this supplies a review 
of past learning. 

Teachers should communicate at the pupil's level 
of comprehension. 

Teachers should use a variety of instructional 
techniques -- adapting instruction to meet the 
learning needs of individuals. 

Teacher optimized academic learning time. Pupils 
should be actively involved and productively 
engaged in learning tasks. 


D. Music instructional techniques. 


OR ae leh 


OR 12. 


Teachers select repertoire material which is suit- 
able to students’ level of performance and under- 
Standing. 

The teacher puts the highlight or concept back in 
the repertoire with increased student understanding. 


E. Summary of the lesson. 


Rem 13% 
R 14. 
Frog 15 


Near the end of the lesson, the teacher reviews the 
main ideas and essential content of the lesson. 

The teacher develops an appropriate evaluation 
system either by proficiency level of performance 
or by written responses to check students' under- 
Standing. 

The teacher displays or plays the work of the 
students and leaves them with a feeling of 
accomplishment. 


F. Praise and criticism. | 


Raalor 

Kee he. 

Reames 
Teaching 
QR* 19. 
QR 20. 
a), eal 


Criticism should be used with discretion and should 
include specification of desirable or correct al ter- 


natives. rae 
Teacher directed disciplinary action accurately. 
Teacher prevented misbehaviors from continuing. 


Style Behaviors 


WITHITNESS; Teacher was aware of what was going on 
in the classroom. 


OVERLAPPINGNESS; Teacher was able to attend to more 
than one issue at a time. 


SMOOTHNESS: Teacher facilitated the smooth Flow of 
the lesson or a smooth transition from one activity 


to another. 
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24. 
25. 
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MOMENTUM: Teacher's behavior maintained the pace 
of the lesson. 


CLARITY: Teacher was clear in presentations to 
the class. 


PERSUASIVENESS: Teacher was able to motivate children. 


WARMTH: Teacher provided evidence of "caring," 
"accepting," and "valuing" of the children. 


EMPATHY: Teacher responded accurately to both 
obvious and less obvious meanings, feelings, and 
experiences of the children. 


III. Interaction Behaviors 
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QR 
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SUE 


Sue 


Teacher should select many different pupils to res- 
pond to questions. 


Teachers should use techniques such as rephrasing, 
giving clues, or asking a new question to help the 
pupil to give improved response when pupil's answers 
were incorrect or partially correct. 


The teacher used praise to reward outstanding work 
as well as to encourage pupils who were not always 
able to do outstanding work. 


The teacher used mild criticism on occasion to 
communicate expectations to more able pupils. 


When pupils initiated interaction, the teacher should 
accept and integrate interaction such as pupil's 
questions, comments, or other contributions. 


OR - Ottolene Ricord (present researcher) 


QR - Quest Research 
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263. 
Appendix F 


Quest Observation System 


A joint project of the Centre for Research in Teaching and 


the Edmonton Public School Board. Winter 1978-1979. 
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Teacher Booklet Identification Number 


school Month, Day, 


Number of children 

enrolled 
Main Subject Content of 
Observed Lesson 


Number of children present 
during observed lesson 


Total Class Duration 


hour(s } minutes 


tart time 


Finish time 
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SKETCH OF THE CLASSROOM 
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CLASSROOM ACTIVITY DESCRIPTION 


THREE MINUTE OBSERVATION SCHEDULE 
start time 


finish time 
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TEACHER RESPONSE 
TO CHILD-INITIATED 
INTERACTION 


CHILD-INITIATED INTERACTION 
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TERMINAL 
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TEACHER RESPONSE TO 


TEACHER-INITIATED INTERACTION 
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One Child 
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HIGH INFERENCE CODING SHEET 


1. Teacher used a system of rules dealing with personal and 
procedural matters. 


Not Observed 


Teacher directed disciplinary action accurately. 


1 2 3 y 5 
cA | col | CO De 


HIGH 


2 
HIGH 


Teacher handled disruptive situations in a low key manner 
(non-verbal, proximity, eye contact) 


4 P 2 4 5 
| ress. Pema Mee 


LOW MED 
Teacher insured assignments were interesting and worthwhile 
while children worked independently. 


1 2 3 4 5 
cadens NL ck ales noel 
MED 


Teacher used a system of rules which allowed pupils to carry 
out learning tasks with a minimum of direction. 


2 3 o 5 


8. Teacher optimized academic learning time. Pupils were 
actively involved and productively engaged in learning tasks. 


ih 2 3 4 5 
[ee ee eee ie ee 
LOW MED HIGH N. O. 


9. Teacher used a standard signal to get students’ attention. 
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LOW MED HIGH Neo) 
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Teacher did not begin speaking to the group until all 
students were paying attention. 


1 2 3 4 5 
a a St i a I tr 


LOW 


Teacher stopped speaking/instructing until all students were 
paying attention. 


Teacher used a variety of instructional techniques adapting 
instruction to meet learning needs. 


Teacher encouraged quantity and quality of work in 
Language Arts. 
1 Ss 


144, Teacher used a system of spot-checking assignments. 


is 2 3 4 5 


LOW MED HIGH N. O. 


* (Do not complete until last minute. ) 
15. Teacher related math games and independent activities to the 


concepts being taught. 
2 


* (Do not complete until last visit) . 
16. Teacher increased the amount of written work so that pupils 


did some writing every day. 


17, Teacher used techniques that provide for the gradual 


transition from concrete to more abstract activities. 


LOW MED HIGH N. O. 
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. NO. 


Teacher used an appropriate mixture of high and low order 
questions. 

1 2 

fhe teen binge 

LOW 


Teacher was aware of what was going on in the classroom. 


1 2 3 4, is) 
ee se le eee 


LOW HIGH 


Teacher was able to attend to more than one issue at a time. 


4 a 5 
HIGH 


Teacher facilitated the smooth flow of the lesson or 
a smooth transition from one activity to another. 


Teacher's behavior maintained the pace of the lesson. 


4 2 3 4 5 
[Soe Sa etait | eS El eee 


MED HIGH 


1 2 3 


MED 


Teacher was able to motivate children. 


LOW MED HIGH No 0. 


Teacher provided evidence of “caring”, “accepting. and 
‘Veluing rot the children. 


Teacher responded accurately to both obvious and less 
obvious meanings, feelings, and experiences ot the children. 


LOW 
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NEW HIGH INFERENCE VARIABLES 


Note: For the following items, please use the five-point scale to 
indicate how freauently the behaviors occurred during the 
period-observed. 


Many different pupils were selected by the teacher, to respond 
to questions. 


1 ye 3 a 5 


LOW MED 


When pupils’ answers were incorrect or only partially correct, 
the teacher used techniques such as rephrasing, giving clues, 
or asking a new question to help the pupil to give improved 

response. 


The teacher used praise to reward outstanding work as well 
as to encourage pupils who were not always able to do 
outstanding work. 


4 2 3 4 5 


LOW MED HIGH Neveu 


woe The teacher used mild criticism on occasion to communicate 
expectations to more able pupils. 


When pupils initiated interaction, the teacher accepted and 


integrated the pupil question, comment or other contribution. 
i 2 4 5 


chet bi A ee Oe a 


LOW MED HIGH 
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INSTRUCTIONAL MATERIALS INVENTORY 


to be completed during the 7 minute phase 


ee EE SR a ee eS 
Check if item was used during observed lesson. 
GAMES, TOYS, PLAY EQUIPMENT GENERAL EQUIPMENT 


La puzzles, games 


ine story books 


[] animals, other nature objects 


Heel other 
INSTRUCTIONAL MATERIALS 


text 


faa children's own products 
display 


al other displays for 
children 


(ea magazines 


[| achievement chart 


(ee sink 


(ea arts and crafts materials 


worksheet Py blackboard 


S feltboard 
aed easel 


ici) other (please specify) 


Poms tol Toy pee 


charts 


pictures 


film 


Ot Wet 2a kee ee 


eee” 


record player 
cassette tape player 


overhead projector 
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APPENDIX G 
GUIDELINES FOR INTERVIEWEE 
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Appendix G 


Guidelines for Interviewee 


In the stimulated recall session with the student or teacher, the 
role of the interviewer is to assist the student or teacher to recall and 
verbalize the covert thoughts and feelings experienced during the lesson 
which has been videotaped. To facilitate as complete, and as accurate 


recall as is possible, the interviewer must: 


- try to establish a relaxed, friendly, supportive atmosphere prior to, 


and during the interview; 


- try to facilitate and encourage self-discovery; it is important for 
the interviewee to believe that he/she is capable of telling about 
inner processes without the interviewer telling the interviewee what 


they were; 


- avoid making interpretations of, and judgements about, what appears on 


videotape; ask questions requiring elaboration or clarification, but 


avoid questions answerable by "yes" or ‘no ; 


- assume a respectful set towards the student or teacher and the video- 
taped material; communicate to the interviewee that he/she is being 


taken very seriously; 


- keep the student's or teacher's attention focussed on the T.V. image; 


refrain from unnecessary activity, as such activity may actually inter- 


fere with recall; 


- encourage the interviewee to talk; don't have the student or teacher 


become so engrossed in listening to you that the person forgets what 


he/she is reliving; the interviewee is the authority - you are that 
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person's interested student; 


- be patient; give the interviewee a chance to become involved in re- 


living the recorded lesson; 


- immerse yourself in the interviewee's communication rather than try- 


ing to figure out what to say next; 


- keep the student's or teacher's discussion focussed on what transpired 
in the actual videotaped lesson and, in particular, on the student's 
or teacher's covert-thoughts, feelings, and the sources of these; 


conscious decisions and reasons for making those decisions; 


- ask probing questions to facilitate maximum disclosure by the Student 
or teacher e.g. 
What were you thinking, feeling at that point? 
Why do you say, do....? 
Did you have any reasons for saying, GOING! 
Did you understand what the teacher was saying, doingeey.. 5 
What did you think the teacher was wanting, thinking,....? 
Can you recall any other kinds of thoughts you had? 
Were there any fantasies (day-dreams) going through your mind? 
Was there anything that you did not want to happen? 


Was there anything that you wanted to do at that time? 


Note: Questions should be brief and should create an intense awareness 
in the student or teacher of him/herself. Avoid questions which 
are suggestive of, or imply criticism, incredulity, disagreement, 
disapproval, etc. 

- check frequently that the student or teacher is differentiating between 


interactive thoughts and feelings and those subsequently formed. 
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APPENDIX H 
MATERIAL TO BE PRESENTED TO, AND DISCUSSED WITH 
THE INTERVIEWEE (TEACHER) 


Zion 


Appendix H 


Material To Be Presented To, And Discussed With 
The Interviewee (Teacher 


(Taken from Marland, 1977 and Cooper, 1979) 


Introduction 


During the past ten years "Teaching" has received increased emphasis 
from educational researchers. A number of researchers have maintained 
that research into teaching can only take place in the classroom and 
that through observation of the teacher's overt actions information can 
be gained that will assist in the development of theories of instruction. 
However, to more fully develop theories of instruction and improve teacher 
education and school curricula, researchers have also postulated the need 


to understand teachers’ thought processes. 


Objectives of the Research 


At the present time very little is known about teachers’ thought 
processes during instruction. These processes are the focus of interest 
of this research project. The objective of this research is to find out 
what information teachers use during instruction, why they use this 
information and how they process this information. The decisions 
teachers make and the reasons for those decisions is of special interest. 


How well the lesson was taught is NOT the focus of the interview. 


Role of the Teacher/ Interviewee 


DS I EL Sed Dl lc a Ml Senet S EEE 


The method used in this research project to obtain data on teachers' 


information processing during instruction is called "stimulated recall." 
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Asking teachers to recall after a lesson the thoughts and feelings they 
experienced whilst actually teaching the lesson has not proved very 
satisfactory. Recall of thoughts and feelings is facilitated when 
teachers are shown a videotape of the lesson. Seeing events in the 
lesson on videotape helps to trigger or stimulate recall - hence the 


term "stimulated recall." 


Whereas it is possible to have people in some professions "think 
out loud" about their professional duties because they are not inter- 
acting with other people, it is not possible to do this with teachers 


because it would interfere with the instructional process. 


We know that the mind works faster than the voice. As teachers 


interact with children in the classroom they: 


- become aware of many more classroom events than can be inferred 
from their verbal and overt non-verbal behavior; 

- react to classroom events intellectually and emotionally in 
ways which even the most perceptive observer could not detect 
because they are internal. Many reactions, interpretaticns and 
diagnoses of pupil behavior are not revealed to the observer. 

- make numerous decisions about what to do and say next or at 
some future point in the lesson, or what not to do or Say. 

The alternative courses of action considered, the reasons for 
the final choice of action are frequently not declared or 
revealed; the observer is not privileged with this "inside" 
knowledge and with the various rationales used to make decisions. 


- use many rules, principles and instructional strategies that the 


observer is not aware of. 
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As the teacher relives the lesson by viewing the videotape, he/she 


is invited to provide a detailed account, to talk aloud, about: 


(a) thoughts, feelings, moment-to-moment reactions; 


(b) 


Note: 


conscious choices (i.e., when you chose to do or say one thing 


rather than other things, or when you chose to say or do nothing), 


the alternatives you considered before making a choice, and the 


reasons for choosing to do or say that particular thing. 


1. You may stop and start the tape as often as you wish. 

2. The interviewer may also stop the tape on some occasions 
to ask you if you can recall your thoughts, feelings, 
reactions, etc. in relation to certain classroom events. 

3. The interviewer's role is simply to assist you to recall 
what you thought and felt during the lesson. 

4. As you view the tape you will probably form new impres- 
sions of the lesson and of events which occurred during 
the lesson, and think of other things that you might have 
said or done. Try to distinguish during the interview 
between the thoughts and feelings you had during the 
lesson and those you had after the lesson or when watching 
the videotape; ensure that the interviewer is aware of 
the distinctions too. 

If you have any questions, the interviewer will be 


pleased to discuss these with you prior to the interview. 
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APPENDIX I 
STIMULATED RECALL - PRACTICAL AND TECHNICAL CONSIDERATIONS 
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Appendix I 


Stimulated Recall - Practical and Technical Considerations 


Rapport. In order to maximize the completeness with which the sub- 
ject will report his thoughts the researcher must take positive measures 
to establish rapport based on communicated authenticity, regard for the 


other person and empathy: 


- opportunity should be taken to engage in social inter- 
action so that the researcher is perceived as an 
interested colleague; 


- anonymity must be guaranteed and the subject assured 
that no administrative use will be made of the video- 
tapes of the lessons or the audiotapes of the stimulated 
recall interviews; 


- the broad objectives of the study should be made known to 
the subject to reduce the danger of his constructing his 
own theory about the researcher's intentions and so dis- 
torting data, for 


...if not told, [subjects] may construct their own 
theory about the interviewer's intentions and 

could respond accordingly in ways which may distort 
the data, and subvert, unintentionally, the investi- 
gator's purposes (Marland, 1977; p. 40). 


- assure the teacher that the researcher is not being 
evaluative either of the lesson or of the reported 
thoughts. 


Familiarization. The familiarization period should include the 


following strategies: 


- the researcher should be introduced to the class and 
his role explained; 


- the researcher should seek to gain acceptance of his 
presence in the classroom; 


- the researcher should familiarize himself with the 
classroom routine, teaching styles and management 
techniques of the teachers to provide a context within 
which to identify stimulus points; 
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- introduce the videotaping equipment into the classroom 
in order that the teacher and pupils become accustomed 
to it. Several lessons should be videotaped and 
opportunities provided for the teacher and pupils to 
view themselves on television. In filming lessons for 
this purpose care should be exercised to ensure that all 
pupils are included. For the teacher, the significance 
of this step lies in the reduction of the tendency re- 
ported (Fuller and Manning, 1973) for people to concen- 
trate initially on physical characteristics when first 
viewing themselves on film. This step snould be in- 
corporated to enhance the likelihood that in the stimu- 
lated recall sessions the teacher will focus on teaching 
behavior and not on physical cues; 


- to facilitate subsequent description of stimulus points, 
or to permit the tracing of change in the selection of 
stimulus points note the VTR counter number at each stop. 
Explain the need for this action (in terms that do not 
jeopardize the study) so that the subject is reassured 
that no manipulation is taking place, and that what he 
is reporting is of paramount interest, i.e., while noting 
these details the researcher is still listening to what 
is being said. This understanding should be established 
in the familiarization period. 


In order to maximize the accuracy and completeness with which 


thoughts are reported: 


- establish rapport with the teacher and conduct the inter- 
views in a non-evaluative, non-threatening environment; 


- observe a comprehensive period of familiarization in order 
to lessen observer obtrusive effects and the tendency for 
subjects to focus initially on physical characteristics; 


-~ conduct all stimulated recal] interviews within 24-hours 
of the videotaping of the stimulus lesson. 


Equipment 


VIR - for stimulated recall interviews, the VIR that takes 
half inch reel-to-reel tape is preferable for this 
model permits instant stops at specific points. 


TV Monitor - a small (11") monitor represents a convenient 
size for the monitoring of film quality during 
filming although it is small for class viewing 
during the familiarization phase. This dis- 
advantage is offset in the stimulated recall 
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session due to: 


1) the ease and comfort of viewing, 

2) ready access by both the researcher and 
teacher to the monitor's controls, 

3) the sense of intimacy and privacy it 
affords. This is significant in main- 
taining rapport. 


Microphone - a cordless or wireless microphone offers 
advantages over a directional microphone in 
that it records all teacher speech irrespec- 
tive of teacher movement or the nature of 
the verbal interaction. 


Audio Recorder - a cassette recorder offers portability and 
mobility during the stimulated recall inter- 
view. 


Stimulated Recall Interviews 


Strategies. In setting up and conducting stimulated recall inter- 


the following strategies are recommended: 


- Before engaging in stimulated recall, study protocols gen- 
erated by other researchers who employed stimulated recal] 
methodology in order to gain greater competence with, and 
sensitivity to the technique. 


- Conduct a pilot study, reviewing the audiotapes of the 
interviews to: 


1) refine questioning techniques, 
2) identify interviewer bias. 


- Also have a third party review the recordings. 


- Hold the stimulated recall sessions in a quiet location free 
from interruption. This is important if the teacher is to 
relax and feel free to recall and report " .,.the most private 
of his thoughts...." (Bloom, 19533 p. 162). 


- Arrange the equipment as indicated in Figure 1, witn the 
teacher located in front of the monitor for ease of viewing. 
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Figure 1: Arrangment of Equipment for Stimulated Recall Sessions. 


With this arrangement, the controls of the videotape 
recorder (VTR) are convenient to both researcher and 
teacher so that either can stop the replay. To enable 
the researcher to monitor the tape recording of the 
interviews, place the tape recorder unobtrusively beside 
the VTR with the extension micorphone located in front 

of both the researcher and teacher. This will enable the 
researcher to monitor: 


1) that it was operating, 
2) the volume level, 
3) when the end of the tape was approaching. 


Data lost through a malfunctioning recorder cannot be 
regained. 


- At the commencement of each interview: 


1) engage the teacher in general conversation in order 
to establish a relaxed atmosphere. 

2) reiterate the objectives of the study to reduce the 
danger of the teacher constructing his own theory 
about the researcher's intentions and so distorting 
data. 

3) outline the rationale for using visual and auditory 
stimuli to facilitate the reliving of the lesson. 

4) stress the need for complete and accurate recal] and 
ask the teacher to: 

a. indicate when he can not recall the thoughts 
that occurred at a particular stimulus point, 

b. differentiate between thoughts which occurred 
during the lesson and those which occurred sub- 
sequently. 

5) ask the teacher to concentrate on the videotaped 
replay in order to "relive" the lesson, and recal | 
thoughts, feelings and reactions that were experi- 
enced during the lesson. 
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remind the teacher that the interview will focus on 
the microteaching trial teaching events that occurred 
during the lesson. Given the objectives of the study 
and the decision as to how focussed the questioning 
is to be, encourage the subject to identify stimulus 
points at which to stop the replay in order to recall 
his interactive thoughts. Explain that the inter- 
viewer will also identify stimulus points. 
It should be noted that Kagan (Marland, 1977; p. 
284) claims that: 
. What little is gained by having the 
inquirer stop the tape is jost in that 
the inquiree loses some sense of control 
in being the ultimate interpreter of his/ 
her own experience. 
explain that the role of the researcher is to assist 
the teacher to recall and articulate thoughts and 
feelings as accurately and completely as possible. 
Stress that the researcher is not being evaluative of 
either the lesson or of the reported thoughts. 
guarantee anonymity and the confidentiality of the 
session. 
build on the rapport established in the familiariza- 
tion period by attending to the affective dimensions 
such as respect, understanding and interest. Faciliti- 
tate self discovery by adopting an unobtrusive role; 
pose open-ended questions when teacher statements 
require elaboration or clarification. Leading questions 
or evaluative statements should be avoided. 
in order to describe the stimulus points at which the 
videotape was stopped by either the teacher or the 
researcher, record the counter number at each stop. 
This will enable the researcher to review the tape 
and identify specific details relevant to the stimulus 
point. 
when the subject is recalling his thoughts pay close 
attention to what is being said to: 
a. assure him of the value and importance of 
his statements, 
b. determine which of the many aspects of the 
statement require follow up questions. 


no auto? {fiw wetvoadint add See erines 
bertane: dart, ensue § as SINE BAT ND 
yhute att Fo anton aa gi Mag tee 
nat nolteoup- sid” beeen a Zz rv 
culgmede VhWebt of dgetdae . eos 


Ponve OF eh 70 NT |X tale ons « 
-“ehil BAe tent # | ite t svtzoerssat ete 
esnreg “sie Rt O216 i tiw 
gq gviei bint all) veper dGas ars "i > ee 


err emtsto” 
at? ontved 4d ban hep ,o- punt - | 

fan At Saat of | 
bid sng tO sciee BS: 2 me 
ald 70 veesnavsdat: 0 iti 


fefeom of. zt. “ehoweaeet vi 
bus RtApud states eal mie 
old xeog. 2a hoy hymey Ba. 
to avh i fe) yom 21 
ar igh’ 
ott ¥9 cd thatthe hn a 


-webaget het gilt at veder bet ne nt a bt 

i pga ay rtoarha say od Bait bor tag:s ve 
~rrP eyes f2aternt bri ow ane, FIRE 

cate qv Feuatdom HB Ge 

himomadade vadoget t 


enniteais onbugod Riipas AP es 

Dabtaye od. Shaane's a 
st} Atte te elirag aulyarte oat od 

aft’ 0) “aelane? add pons ¥ 

082 ose, Fe TRG he 

Gy Ail oe sbi ae Te 

raveaieT: 


au furehte att ae 


| ai 
201 Yq eadeone aki ant) (BIND AF  Soatdue oe 
09 o igntsd 2f tery ot notane: 
to Sone bré vuhev sar WO in t gagpee .% <n 
‘a “ : eT ‘ * a 7 ? 
art to atonace. isin Sta Wapete eniwtedeb dF 
‘Saat ep cm va, ii pat. oo 
pie 7 | 
| oa s 
ee x , eufaeoeee Vu ae 7 > 
a ; nad we >) a 4 — 
ae ne ie . 7 
. wis 
~— ; he [ 


APPENDIX J 
EXAMPLE OF STIMULATED RECALL INTERVIEW TRANSCRIPT 
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Appendix J 


Example of Stimulated Recall Interview Transcript 


I:* Just talk into it whenever you have something to Say. 
1% Yecch, is the tape running? Do you want me to leave 
1t running all the time? 
ie Yeah. Okay, you set the machine. 
co 
Presents ‘I: Are you going to ask me a question? 
Objectives 
VIDEO: 
al: Why didn't you ask someone what an accent was? 
Instructional iT: Why didn't I ask them what an accent was? 
Decision 
(I: ‘Instead of telling them. 
| 
}T:  Uhmm, I don't know. I never thought about it. I just 
L told them. It never occurred to me. 
VIDEO: 
‘I: Do you think they know what you meant? 
ae Beg your pardon? 
Delivery 
Sys tem ae Do you think they knew what you meant by no accents? 
Questioned 
'T: No. Well at that point I think I thought that they 
| knew what I meant, but I discovered they didn't. 
ee Oh, Okay. 
'T: But if they were Grade VII's they would've known, they 
: would've known. It's just that they were thinking of 
Ref lective too many other things as you'll see; they get started 
Thought - asking all sorts of complicated questions. 
Instructional 
Strategy Pee dug. 
T: Asking me to redefine accent, which was very difficult 
to do. After saying it one way. 
L: What about the instruments? 
T: Well, that's how things get complicated, here, you see. 
I wouldn't think that Grade VII's would think of things 
like that. 
* Interviewer 


*Teacher (Subject 1) 
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Laugh. 


Okay when that's playing back, what are you thinking 
of doing next? Like when you hear them. 


I'm thinking of what I'm going to ask them, how to 
comment on what they're hearing. 


So you're trying to formulate a question. 


bus Yeah. 
VIDEO: 
I: Okay, were you never talk about bars before, why are 
you talking about them now? 

een 

I: (Laugh) Is that part of your lesson? 

T: No, No. This didn't go anywhere where I wanted it to 
Purpose of from here on. 
Goal Setting 
not secure. I: Okay, well then when you started did you give an over- 


No overview ae 


am wtro. 

Eat: 
Intro. 

is 

pT: 

| 

| 
Content i 
structure | 
secure. 


view. Did you sort of say, like I heard you say at the 
beginning, "Today we're going to talk about accents." 
Well having talked about accents, that was it. That 
was your lesson. 


No. 
Well, what was it? 


That, that was my introduction to my lesson. Saying 
we were going to talk about accents. Letting them 
know what we were going to do. The lesson I followed 
was the one outlined in the, in the.... 


Yeah, okay and the next part of the lesson outline 
there is to have them compose this piece, without 
accents. 


Did you feel you had given them a lesson overview. Like, 
did you show them in the beginning you were going to 

talk about accents and then talk about how that related 
to whatever it does relate to. Let's assume you went 
into bars. Accenting the first beat of every bar. 


I, no, I never intewel to get into, into bars. 


Okay, so it's a digression, but um, let me rephrase 
that. Did you give them an overview of the lesson? 
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Interactive 
decision un- 
planned. 


Instruction 
decision. 


Middle of 
lesson 
activities. 


Explain 
accents and 
rhythmn. 


qT: 


Well, I think, I think I gave them an overview of 
what I intended to do. But it didn't go that way. 
They started asking all sorts of questions that | 
wouldn't expect like a Grade VII class to ask. 


What's the difference between an overview and an 
introduction? 


Well, I would think an overview would give them a 
general idea of everything we planned to cover. 


Okay. 

Was it there? 

Well I thought so. I said that we were gonna, we 
were gonna cover accents and how they influence a 
piece of music. How accents can change a piece of 


music. 


Okay. 


‘VIDEO: (Comment while video playing). 


T: 
Ie: 


— 
ee 


I was stalling for time. 

Laugh. 

Laugh. 

No, that's not true, it just happened. 

Okay. You said "Accents give us rhythm, you see75 
Why did you say that? What were you thinking just 
saying it would be enough? 

I, I don't know. Probably Tt" svaaverbal tick. 


Or you didn't feel it needed explanation? 


No, it's probably a verbal tick. It's probably 
something I say, like some people say, "“Eeh' after 


everything they say? 


Uh, hum. 


I didn't, I never thought of saying it, 15 Todidn: t 


mean anything by it. I just Said 4 t. 


Yeah, but okay do you go on here to explain rhythm? 


Um, I can't remember. 


Okay, let's play (it further). 
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Interactive 
decision on 
delivery 
system un- 
planned. 


Goes off on 
tangent. 


Explaining 
more about 
accents. 


Instruction- 
al decision. 


Action by 
demonstrat- 
ing tape 
accents in 
ceXt. 


VIDEO: 


is 


Now, you didn't. Okay. Were you, were you thinking 
when you mentioned rhythm that they knew what rhythm 
was? 


| 

Ir Was I thinking that I mentioned rhythm? Yes, I 

| think I would be thinking that. 

‘I: Okay. 

IT: Without, without ... 

ie So they would make the connection between accents and 
rhythm. 

T: Uh, yeah. I never stopped to think if they would know 

'- what rhythm was. I guess I just assumed that they 
would know 

VIDEO: 

I: Oh, we've got a blank. 


What happened to the sound? (Video sound not working). 


Okay so you're giving them more information on different 
kinds of accents, right? 


Uh, hum. Yeah. I was trying to get back to my original 
lesson. 


Yeah, for sure. 
Laugh. 


Were you calling all three of those markings, accent 
markings? 


Yes. 


And I taped my horn here and I try and demonstrate if 
the sound is (really relative),... which wasn't a very 
good demonstration out of prime text... like just 
playing a note doesn: t. really... 


With these different accents 1a. & 


Yeah, it doesn't really say much about it. If you 
don't hear it in a phrase, it means... (Video sound coming 


back on). 
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Reflective 
idea on 
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decision. 
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Did you hear that klinking in the background? 


ag Uhm, humm. 

I: But, why didn't you do something about it? 

T: I did, I asked her a question and she stopped. 
i Okay 

1: Laugh. 

I: Okay. 

VIDEO 

[I Okay, why did you pick variance? 

T: It was a word that popped into my head, (laugh). 
iL: What about breathing? Did you ever consider that? 
e Breathing. 

I Yeah, or do you consider the breath support as a 


function of articulation? In other words,... if you 
give more air, you can, you can, you can have the... 


(Hold) without be covered under dynamics. Under Loud. 
Okay. 

Wouldn't it? 

Yeah, well it depends what instrument you're on. 

Yeah. 

Blow harder you get... 


Well this whole accent thinking get very complicateca. 
You see it was getting very complicated here. 


Laugh, yeah. 


My initial concept of teaching the lesson was a very 
simplistic interpretation of what an accent was, but 
they kept asking all these... complicated questions. 


Okay, now, when they were asking those, did you feel.. 
uh, threatened by having to answer them or... 


Tot tuods: aah psane ob wont 
A bEgqut z siz Bite | Wetieeup & fae 


incall vou bth Se eed 


iy 
ie! een, f 4 


tower?) -bson ya ota. vemgea Sats. since 6 aan $1 7 ; 
T1hds ‘tebr2hoo eve woe OTD ‘Semtiipnond rode ton at 


‘4 26 dvogque teed ent: 7 ir 
voy Vi. 2, eow veete nf Ofna 
8 AVR 48d HOY -NbD VOX 


iin “abel , 2otorerys webu nen - sto (ota a 


bodesh(tman’ ‘a TE) 
B84 Sots or omen vy 


srr 


YISv 6 28w goezal ant pay 
sid, 26W S238. fe Pane 
SMO S290 bor GsF PUM. si 


.sfnat Udy Bib: pos 
10 18 


Content 
structure 
questioned 
as far as 
delivery 
system. 


Yes, yes because I knew it was taking me away from 
Mult WeStaSanip Sti Cc .. 


Yeah. 

Definition of accent. 

Ukayin tS. thates. 

Infact | was having to<2. 
Yeah. 

Almost contradict myself... 


Is that because you're own definition of accent is not 
that secure? 


Uh, that. No. Well perhaps, perhaps in part, because 
I would find accent a hard thing to package into a 
definition. 


Yeah. 


Uhm, I could talk around accent for a long time, at a 
level with these people, that were almost talking up 
here. 


Uhm, humn. 

Uh, like to package it for a Grade VII class ina 

lesson like this, I, I'd have a hard time doing it if 
they start asking me questions and didn't just accept 
what I said is, this is what an accent is. 

Okay, how is, how does acceptance lead to understanding? 


How does acceptance lead to understanding on their part? 


Yeah. 
About accents? 
Think of Grade VII's. 


Uh, well the acceptance of what, what they ‘re accepting 
is true about an accent. It might be simplistic and it 


might only be one part. 


Whole certain facts and obeyance until it gets into 
Tanger. 


Yeah, yeah sort of like the way you teach lots of things, 
you know little increments at a time. 
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Reflection on 
instructional 
delivery. 


No self- 
evaluation 
at end 
except 


le Yeah. 

T: And as they learn more of the music, because, personally, 
I feel the way to teach accents isn't in a class like 
this. It's in a piece of music when they happen. Like, 
imitation. Listen to someone who does it correctly. 

bean Okay: 

ice runt 

I: Yeah, okay, that's all. Let's get on with this. 

VIDEO: 

iT & T: Laugh. 

IT: What a way to come back from reading week. 

1: Oh, that was it. 

iT: Yeah, thank goodness. 

i: Laugh. Oh that was terrific 

i Laugh. Pretty good entertainment, eh? 
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(QUESTION 1) BEHAVIOR AFFECTS OF MODELLING 
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Appendix K 


(Question 1) Behavior Affects of Modelling 


Group A 

As indicated in Table 3 significant differences were noted only in 
eleven separate behaviors. Both the pre- and post-test scores have been 
indicated. However, since the frequencies are low the discussion of the 
differences in statistical terms is followed by a general discussion which 


focusses on the results and their effects. 


Twenty-four of the teaching behaviors showed mean increases for 
Group A. Although there were significant differences in eleven behaviors: 
#1 (teacher begins speaking when all pupils are paying attention), #3 
(teacher introduces the lesson with brief overview), #4 (emphasizes objective), 
#5 (teacher has students note objectives after presenting them), #7 (presents 
information clearly), #8 (communicates at the pupils’ level of comprehension), 
#15 (displays students’ work and accomplishments), #18 (teacher prevents mis- 
behaviors from continuing), #21 (smoothness), #22 (momentum), and #26 (empathy), 
no conceptual pattern emerged. 

However, looking at general scores, the Group A subjects began the 
lesson and introduced the lesson objective much more effectively after the 
treatment than before. Likewise, the behaviors centering around the use of 
activities, optimizing academic learning time, and selecting suitable 
repertoire were more effectively implemented, as were the end-of-the-lesson 
behaviors which deal with a review being presented and the pre-service 
teacher leaving the pupil with the feeling of accomplishment. Scores also 
improved on behaviors based on praise and criticism, i.e., criticism used 
with discretion, discipline directed accurately, misbehaviors prevented from 


continuing and praise used as specifically as possible. 
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The next cluster of behaviors is composed of generic teaching principles 
(#19 - 26) which are referred to across grade level and subject matter. The 
pre-service teacher scores all showed increases which imply that if a lesson 
is organized, the overall teaching style improves. The style elements include 
pacing the lesson, a smooth flow of events, a clear presentation, ability to 
motivate children, attending to more than one issue at a time, offering a warm 
accepting atmosphere for children, and responding to feelings of children. 

Finally, the last five behaviors deal with interaction (only coded in the 
post-teatment) and were effectively implemented as evidenced by all scores being 
above 3.5 except for one score (behavior #27) which was below 3.5. This result 
indicates that the teacher: rephrased and gave clues to elicit improved 
responses, used praise appropriately, gave mild criticism to more able pupils, 
and responded accurately to pupils’ responses. Although no scores were avail- 
able for the pre-test, information on pre-test interaction can be obtained 
from Table 3 and the following discussion. 

The types of questions asked during the lesson for both the pre- and 
post-test were mostly product questions. This is in agreement with Stalling 
and Hentzell's (1978) study which cites evidence for the frequency of factual 
single-answer questions which are positively related to achievement in direct 
teaching for skill subjects (i.e., music, math and reading). Group A tended 
to ask more product questions in the post test (35 compared to 21 questions) 
and fewer process questions (23 compared to 9 questions). The next sections 
will discuss classroom events and class interactions. 

Classroom events are categorized into drill, activities and class- 
Instructional activities are the basic structural units 


room management. 


for classroom action and are teacher directed. They have an important 


function in the teacher's planning decisions (Doyle, 1977). Drill is that 


element in the lesson that is consistently repeated. Classroom management 
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is the form of activity used to secure attention and to maintain order 
(Gage, 1963; p. 3). 

The time spent for teaching the lessons was approximately forty 
minutes for the sectionals and full rehearsals and fifty minutes for the 
general music classes. Rosenshine (1979) cites evidence for the number 
of academically engaged minutes and the amount of content covered as 
being important for gains in pupil achievement, a point of view 
Supported by this study. 

The amount of time spent on drill in Group A lessons increased 
from 19.11 minutes to 24.08 minutes. Since a concert date had been pre- 
viously set for the week following the observations, there is a natural 
tendency to increase the time spent on drill. In addition, however, the 
subjects also increased the amount of time spent on instructional 
activities for the pupils, an increase from nine minutes to fifteen 
minutes. Due to the increased time spent on drill and instructional 
activities, the time spent on classroom management decreased from 6.88 
minutes to 3.58 minutes. Therefore jt can be concluded that the pupils 


Spent more academically engaged minutes in the post-treatment lessons. 
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Difference of Means 


Group B 

This discussion will center around the changes found in teaching be- 
haviors, classroom events and interactions. Only one significant differ- 
ence was noted and since the sample number was low, it is appropriate to 
limit the discussion to general differences in the means. Conclusions 
will be drawn from the results of the teaching behaviors and the effects 
on the classroom events and class interactions. 

Of the thirty-one behaviors noted, only fourteen behaviors improved 
while one remained constant. Contrasted with Group A who improved on 
twenty-four behaviors, it is important to note that this group was not as 
effective in changing their teaching patterns. 

The behaviors centering around the presentation of lessons (i.e. 
behaviors #1 - 18) showed marked variation between pre- and post-tests. 

In the beginning-of-the-lesson, only two behaviors improved: introducing 

the lesson with a brief overview and presenting the lesson objective. 

The behaviors associated with calling the class to attention and the 
students' noting the lesson objective were less effective in the post-test 
than in the pre-test. The middle-of-the-lesson behaviors all improved as 
the subjects presented the information to the pupils in a clear, orderly 
manner, communicated at the pupils’ level of comprehension, used a variety 
of instructional techniques, and selected repertoire material which was 
suitable to the pupils' level of performance and understanding. The end-of- 
the-lesson behaviors also showed improvements as the subjects, after study 
of remedial materials, returned to the original repertoire with increased 
understanding, reviewed the main ideas of the lesson, developed an appropri- 


ate evaluation system for use at the end of the lesson, and left the pupils 
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with a feeling of accomplishment. However, the praise and criticism 
behaviors did not show improvement. Criticism was used with discretion 
and included some correct alternatives. 

Ultimately, since some discretion was permitted in the pre- 
sentation of the lesson, the net result on the general teaching style 
was one of regression. The behaviors having to do with withitness, 
smoothness, overlappingness, momentum, and persuasiveness were all 
behaviors which showed a decrease in their effectiveness of implementa- 
tion. Only the behavior of warmth showed improvement and the behavior 
of empathy stayed about the same. 

The teaching periods of the music lessons were forty minutes for 
the sectionals and full rehearsals and fifty minutes for the general 
music classes. Colbert (1979) cited evidence that a teacher is better 
able to create and control the behavior setting of her classroom if 
she considers both the instructional activities, and teaching routines, 
which include both teaching procedures and general classroom management 
strategies. The present study investigates considerations involving 
classroom management, drill and instructional activities. 

The amount of time spent on drill for Group B increased from 17.22 
minutes to 21.70 minutes. The time spent on instructional activities 
decreased, however, perhaps due to the pressure of the approaching 
concert. The most important finding was that the time spent on classroom 
management decreased from 9.00 minutes to 5.10. Apparently, less time 
was spent on classroom management events with the subjects in Group B, 
when more time was spent on drill. However, the decreased time spent on 
vities needs further explanation since research indicates 


instructional acti 


directed instructional activities contribute greatly to pupil achievement 
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gains (Chapter V). 

The teacher-student interaction is displayed in both the last five 
behaviors, and the relative frequency percentages of the product and 
process questions asked by the subject during the teaching of the lesson. 
Although no pre-scores are available, Group B subjects tended to use 
praise and criticism appropriately in their interactions and also accepted 
pupils' questions and comments as evidenced by the mean scores of 3.00 or 
above for the last three behaviors. Like Group A, most of Group B's 
questions were product orientated in that they were direct, Single-answer, 
and factual. This was true during both the pre- and post-test observation 
periods. There was a notable increase in the percentage of product 
questions asked, from 47% to 60%. The number of process questions 
decreased from 21% to 13.8%. It can be concluded that the treatment was 


effective in helping Group B interact with more product questions. 
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Difference of Means 


Group C 


This discussion will center around the teacher behavior changes, the 
changes in the classroom events (drill, activities, and classroom manage- 
ment) and the changes in the class interactions resulting from the 
teacher's use of behaviors. Since the number of observations was small, 
and only two significant correlations exist (#1 and #8) the general 
differences of the means will be discussed rather than only the significant 
differences. From this discussion, conclusions are drawn regarding the 
teaching behaviors and the subsequent effects on the classroom events and 
interactions. 

Of the thirty-one noted behaviors, only seventeen improved in Group 
C. By comparison, Group A increased in twenty-four behaviors and Group B 
in fourteen behaviors. Of the three, therefore, Group A was the most 
effective in changing their teaching patterns. 

The behaviors fall into two categories: behaviors involved in pre- 
senting a lesson and generic teaching behaviors. In presenting the lesson, 
Group C subjects were not effective at calling the pupils to attention, 
but they did effectively introduce the lesson with a brief overview, 
presented an objective, and had the pupils note that objective. On these 
three behaviors, there were increases in the mean scores for the subjects. 
The middle-of-the-lesson behaviors all showed an increase. The subjects 
were effective at demonstrating the objective to be learned, presenting 


the information in a clear orderly manner, communicating at the pupils' 


level of comprehension and using a variety of instructional techniques, 


thus making better use of academic learning time and the carefully 


selected repertoire material. The end-of-the-lesson behaviors all 


ony. 


aft .ganceda So?vaded votgaed aris bans ‘atta they 
=spannn moateeers bAB ea Ah ey ER) zinive om 
aglt hort wieitiie 4 enor yaS8gHt seats ais 7 
Lantz 2aqw cnohyey he jo. Vaart we parr’ rate 
jevenep ott {28 a TR) oe toe ener re lernias smart, Bs 
presetenehe eit chic Aaa aeRgN boeeuaeth pd | ‘hw “anaem ed: he | 
ont QUTN THD oT - CWE S98 ootalytiahey. sidan te eta? wise 
bag 22tave moors hy. os td, 910m ae dpeppuciue saat bat é | 
jon dt bovevqul ssa¢navee hte Ci ali is ‘poton ono-estidd 
i wyowd hap ercty sriad woh qGaegy At hata A auord © | 
9 odd eew Acqua vant agit HOT sit 7 - .e% =} ad _ (19 
erensinny pti dveed tet BiB ihe 
y of hewfovi? avotveled oR gSiRe ava osnt ffst ero } ae 
wo2eet, sha une ineesng al 2S: Rotioret at teneg bis moze’ Me 
Fenotie, od Shiquy shy pitt Tb, de evFiastta jon sew 23390 > 
warvisyn Teta 6 a foe SHdsowrerint ulavitastte stb Sf 
gears. 10 ,aviuasaitte’ tend atoa 2hitquq, Bt bad berg sv tdoetdo me y tne 
efpaidue Stt So} 2axdo2 wiedt aint deaesiont ovsw eed ,2totveded 
shoot dud sit eae ne Howorle Ths 2jarverod potest 
predisac ig .bontsel dd Osa Ptompge ard GAltentadtomeb 35 8 ‘3 
‘eliqua on? 76 pal 463 Coumamigg Tae Yfrabio wel soft ; 
yesuplantoed Tenotisovtent ye. vsatniw & ‘gnieo bap aaa 
uliifteiso ads Bae amid entivisel stowbaes Yo 020 nade 
ile etorveded a oe . ferrsiom orto 


tite. 


are 


301. 


decreased in effectiveness of implementation i.e., the objective was not 

put back in the repertoire with increased understanding, no evaluation 
system was developed and the work of the pupils was not displayed. However, 
Group C subjects were effective in their use of criticism and praise, but 
they were not as effective in directing disciplinary action or preventing 
misbehaviors from continuing. 

With the exception of numbers 23 and 26, the generic teaching 
behaviors all were implemented with increased effectiveness. The subjects 
showed increases in withitness, smoothness, momentum, persuasiveness and 
warmth. However, the behaviors of clarity and empathy remained unchanged 
in their effectiveness of implementation, possibly due to existing 
disciplinary problems. 

The behaviors dealing with interaction all showed high means 
ranging from 3.20 to 5.00. Even though no comparison is available 
directly with the pre-test scores, the subjects were effective 75% of 
the time in selecting many different pupils to respond to questions, in 
staying with a pupil longer to obtain a correct response, in appropriate 
praise and criticism and in acceptance and integration of pupils’ 
questions or comments. 

The time spent in teaching the music classes was forty minutes for 
each of the sectionals and full-rehearsals and fifty minutes for each of 
the general music classes. The amount of time spent on drill for Group C 
increased from 20.9 minutes to 22.0 minutes. The time spent on in- 
structional activities decreased, however, from 14.35 to 9.17, probably 
due to the pressure of the concert. AS in Group B, the most pertinent 
finding was the time spent on classroom management which decreased from 


9.00 minutes to 5.23 minutes. While less time was spent on classroom 
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management, more was spent on drill which caused discipline problems 
during the administration of the post-tests. The causes of the discipline 
problems and their influence on correlations which exist between the 
behaviors and the events of the classroom were discussed in Chapter VI. 

The last five behaviors and the total number (i.e., frequency 
percentages) of the product and process questions describe the interactions 
inthe classrooms observed. Although no pre-scores were coded, Group C 
(control which had all scores of 3.20 or above in the post-test) implemented 
all the interaction behaviors (i.e., behaviors #27 - 31) effectively. These 
behaviors include the selection of many pupils to respond, the instigation 
of a sustaining effect with pupils, the use of appropriate praise and 
criticism and the acceptance of pupils' answers and responses. [eo se0. 
interest to note that in Group C, the number of product questions dropped 
from 135 questions to 42 questions and the number of process questions 
dropped from 29 to 4 questions. The relative frequency was not noticeably 
changed, however. Perhaps the presence of discipline problems associated 
with the post-test scores could account for the subjects asking fewer 


questions. 


Summary of Results 


The significant differences noted in the groups were as follows: 
Group A obtained eleven significant differences when the pre- and post- 
test scores were compared. Group B obtained one significant difference, 
and Group C obtained two. 

Generally speaking, however, Group A improved their performance 


on twenty-four behaviors, while Groups B and C improved on fourteen and 


seventeen behaviors, respectively. 
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The most noteworthy improvement in classroom events occurred in 
classroom management at which all groups spent less time. Group A 
increased the time spent on drill and activities. Groups B and C 
Spent less time on activities and more time on drill. 

The classroom interactions included the following results. AT] 
groups decreased their use of process questions. Groups A and B in- 
creased the frequency percentage of product questions, while Group C 
Stayed approximately the same. Both Groups A and B asked approximately 
the same number of questions in total, while Group C asked substantially 


fewer. 


nh herieso0 wtiews maerneat Ato 
A quind  omesd seot trays, we aa co an tnd wae a 


me : it de 


dhee d awe  ,esnhnrrese 
Pra ia Sekt oa ne 

rea elven ostyiton ang babii ad® anottoe 
‘ai? 8 one r aque » OE RAMP napa, 0, Bam 
5. qubrgd rat eenrte Sih On O0G rev agedMaDO8 
Visterexoitge helen 8° test Anolis eta: joo. 
vMatsuetadve patey ):qgend othe ane at oinrbanup: 6mm | 
eee ap ol at af 

, qe Die 
Saiki : es 


, ant i 


=e 
Ne 
f i 
= @ hod 
hae 
, 
a 
' 
_— _ 
7). 
7 i 
\ > Fi , 
D \ * 
OA ile 
ay * 
; » 
+ @ 
w 
— } . od 


APPENDIX L 
(QUESTION 2) CORRELATED BEHAVIORS FOR GROUPS 


304. 


305. 


Appendix L 


(Question 2) Correlated Behaviors for Groups 


In the following section, the correlations of the behaviors to the 
classroom events and interactions for all groups will be discussed. The 
results of the correlations are found in six pre- and post-test tables for 


each group. Three sub-sections will discuss the results for each group. 


Group A 

This sub-section includes a discussion of the pre- and post- 
correlations for Group A (Tables 8 and 9). 

Pre-Test: Three behaviors correlate with drill in the pre-test for 
Group A. These are numbers 3, 6, and 17 which state respectively: the 
teacher begins the lesson with a brief overview, the teacher gives a 
demonstration of explanation, and the teacher directs disciplinary action 
accurately. 

A behavior which correlates with activities in the pre-test is 
number 9 which states that the teacher use a variety of instructional 
techniques to meet the learning needs of the pupils. 

Three behaviors which correlate with classroom management in the pre- 
test are numbers 7, 9, and 23 which state respectively that: the teacher 
presents the information in a clear and organized manner, the teacher uses 
a variety of instructional techniques, and the teacher is clear in 
presentations to class. 

Four behaviors which correlate with product questioning in the pre- 
test are numbers 2, 10, 20, and 22 which state respectively: the teacher 
stops speaking until all pupils are paying attention, the teacher optimizes 


academic learning time, the teacher attends to more than one issue at a 
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time and (momentum) the teacher's behavior maintains the pace of the 
lesson. 

Eleven behaviors which correlate with process questioning in the pre- 
festare numbers 3, 5, 12, 13,, 15, 18, 19, 20, 21, 24 and 25 which state 
respectively: the teacher begins the lesson with a brief overview, the 
teacher has the students notate the objective, the teacher puts the high- 
light or the objective back in the repertoire with increased understanding 
at the end of the lesson, the teacher reviews the essential content of 
the lesson, the teacher displays the work of students and leaves them with 
a feeling of accomplishment, the teacher prevents misbehaviors from 
continuing, withitness, overlappingness, smoothness, persuaSiveness, and 
warmth. 

Post-Test: Behavior number one correlates with drill in the post- 
test in Group A. This behavior states that the teacher begins speaking to 
the group when all students are paying attention. 

Four behaviors correlate with instructional activities in the post- 
test for Group A, numbers 18, 19, 24 and 27 which state respectively: the 
teacher prevents misbehaviors from continuing, (withitness) the teacher 
is aware of what was going on in the classroom, persuasiveness, and many 
different pupils are selected by the teacher to respond to questions. 

Two behaviors correlate with classroom management in Group A in 
the post-test, numbers 12 and 27 which state respectively: the teacher 
puts the highlight or objective back in the repertoire with increased 
understanding at the end of the lesson, and many different pupils are 
selected by the teacher to respond to questions. 

Seven behaviors correlate with product questions for Group A in the 


post-test, numbers 4, 5, 6, 8, 10, 22 and 31 which state respectively: 
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the teacher presents the objective to be emphasized, has the pupils 
notate that objective, proceeds by a demonstration or explanation of 
that objective, communicates at the pupils' level of comprehension, 
optimizes academic learning time, momentum, and teacher integrates pupil 
initiated interaction. 

Five behaviors correlate with process questions in the post-test 
for Group A, numbers 1, 19, 24, 25 and 29 which state respectively: the 
teacher introduces the lesson with a brief overview, withitness, 
(persuasiveness) the teacher is able to motivate the children, warmth, 
and the teacher uses praise to reward outstanding work or to encourage 


other pupils. 
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Group B 

This sub-section includes a discussion of the pre-and post-test 
correlations for Group B (see Tables 10 and 11). 

Pre-Test: Four behaviors correlate with drill events in the pre- 
test for Group B. These behaviors, numbers 9, 15, 20 and 25 state 
respectively: the teacher uses a variety of instructional techniques, the 
teacher displays the work of the students and leaves them with a feeling 
of accomplishment, overlappingness, and warmth. 

There are no behaviors which correlate with instructional activities 
in the pre-test for Group B. 

Eleven behaviors which correlate with classroom management in the pre- 
Besteone numbers 3.6, 75. 10; Isl3, clence, co, c4sand.cy which. state 
respectively: teacher introduces the lesson with a brief overview, a 
demonstration precedes the children's attempt to work at the objective, 
the teacher presents information to pupils in a clear and organized manner, 
the teacher ensures that pupils are actively involved in learning tasks, 
the teacher puts the objective back in the repertoire with increased 
understanding, the teacher reviews the main ideas at the end of the lesson, 
Smoothness, momentum, clarity, DersuaSiveness and teacher uses praise 
to reward as well as to encourage pupils. 

Twelve behaviors which correlate with product questions in the pre- 
test for Group B are numbers 2, 3, 5, 6, 13, 15, 17, V9, 20, 22,24 and 
26, which state respectively: the teacher stops speaking until all students 
are paying attention, the teacher introduces lesson with a brief overview, 
the teacher has students notate the objective, the demonstration precedes 


the pupils' attempt at the objective, the teacher reviewsthe main ideas 
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near the end of the lesson, the teacher displays the work of the 
Students and leaves them with a feeling of accomplishment, the teacher 
directs disciplinary action accurately, withitness, overlappingness, 
(momentum), the teacher's behavior maintained the pace of the lesson, 
persuasiveness and empathy. 

There are no behaviors which correlate with process questions in 
the pre-test for Group B. 

Post-Test: Following is a description of the post-test scores for 
Group B. 

Two behaviors correlate with the drill post-test for Group B. 

These are behaviors number 9 and 26 which state respectively: the teacher 
uses a variety of instructional techniques adapting instruction to meet 
learning need, and (empathy), the teacher responds to the experiences 

of children. 

A behavior which correlates with activities in the post-test is 
number 9 which states that the teacher uses a variety of instructional 
techniques adapting instruction to meet learning need. 

A behavior which correlates with classroom management in the post- 
test is number 16 which states that the teacher uses criticism with 
discretion and should include some specification or desirable alternatives. 

Four behaviors which correlate with product questions in the post- 
test are numbers 4, 6, 9 and 29 which state respectively: the teacher 
presents the objective that is to be emphasized at the beginning of the 
lesson, teacher presents a demonstration which precedes pupils’ attempt 
to do the work, teacher should use a variety of instructional techniques, 


and the teacher uses praise to reward outstanding work or encourage 


Other pupils. 
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Ten behaviors which correlate with process questions in the post- 
pest ave numbers 1, 3, 4,96; 7, 12, 17, 19. 24. and 26. which state 
respectively: the teacher begins speaking when all students are paying 
attention, the teacher introduces the lesson with a brief overview, the 
teacher presents the objective that is to be emphasized at the beginning 
of the lesson, a demonstration precedes the children's attempt to work 
at the objective, the teacher presents information in a clear and 
organized manner, the teacher puts the objective back in the repertoire 
with increased understanding at the end of the lesson, the teacher 
directs disciplinary action correctly, (withitness) the teacher is 
aware of what is happening in the classroom, (persuasiveness) the teacher 
is able to motivate children, and (empathy) the teacher responds to 


meanings, feelings, and experiences of children. 
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Group C 

In the following sub-section, a discussion of the pre- and post- 
test correlations for Group C will be given (see Tables 12 and 13). 

Pre-Test: There are no behaviors which correlate to drill in 
the pre-test for Group C. 

A behavior which correlates with instructional activities for Group 
C is number 26 which states that the teacher respond to feelings, meanings, 
and experiences of the pupils. 

Three behaviors which correlate with classroom management in the 
pre-test for Group C are behavior numbers 2, 17 and 26 which state 
respectively: the teacher stops speaking until all students are paying 
attention, the teacher directs disciplinary action accurately and 
(empathy) the teacher responds accurately to meanings, feelings, and 
experiences of the children. 

Five behaviors which correlate with product questions in the pre- 
test for Group C are numbers 6, 12, 18, 23 and 26 which state respect- 
ively: a demonstration precedes the children's attempt to work at the 
objective, the teacher puts the objective back in the repertoire with 
increased understanding at the end of the lesson, the teacher prevents 
misbehaviors from continuing, clarity, and the teacher responds accurately 
to meanings, feelings and experiences of children. 

Three behaviors which correlate with process questions in the 
pre-test are numbers 5, 16 and 26 which state respectively: after 
presenting the objective, the teacher has the students note it, criticism 
is used with discretion and should include desirable or correct alterna- 


tives, and the teacher responds accurately to meanings, feelings, and 


experiences of children. 
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Post-Test: Following is a description of the post-test results for 
Groupst: 

Eight behaviors which correlate with drill in the post-test are 
numbers 1, 2, 8, 10, 11, 15, 19 and 24 which state respectively: the 
teacher begins speaking to group when all students are paying attention, 
the teacher stops speaking until all students are paying attention, the 
teacher communicates at the pupils' level of comprehension, the teacher 
ensures that pupils are actively engaged in learning tasks, the teacher 
Selects repertoire material which is suitable for the students' level of 
comprehension, the teacher displays the work of the students and leaves 
them with a feeling of accomplishment, (withitness), the teacher is aware 
of what is happening in the classroom and (persuasiveness), the teacher 
is able to motivate children. 

Nine behaviors which correlate with activities in the post-test are 
numbers 3, 4, 5, 6, 9, 11, 16, 20 and 27 which state respectively: the 
teacher introduces the lesson with a brief overview, the teacher presents 
the objective that is to be emphasized at the beginning of the lesson, 
after presenting the objective, the teacher has the pupils note it, a 
demonstration precedes the pupils' attempt to perform the objective, the 
teacher uses a variety of instructional techniques, the teacher selects 
repertoire material which is suitable to the pupils' level of performance 
and understanding, criticism is used with discretion and should include 
alternatives, (overlappingness), the teacher is able to attend to more than 
one issue at a time, and many different pupils are selected by the teacher 
to respond to questions. 

Six behaviors which correlate with classroom management in the post- 


test are numbers 9, 10, 22, 24, 25, and 27 which state respectively: the 
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318% 
teacher uses a variety of instructional techniques, the teacher ensures 
pupils are actively involved in learning tasks, (momentum), the teacher 
behavior maintains the pace of the lesson, (persuasiveness), the teacher 
is able to motivate the pupils, (warmth), the teacher provides evidence 
of caring and accepting the pupils, and many different pupils are selected 
by the teacher to respond to questions. 

Seven behaviors which correlate with product questions in the post-test 
are numbers 1, 2, 10, 16; 17, 19 and 20 which state respectively: the 
teacher begins speaking to the group when all students are paying attention, 
teacher stops speaking until all students are paying attention, the teacher 
ensures pupils are actively engaged in learning tasks, criticism is used 
with discretion and includes some desirable alternatives, the teacher 
directs disciplinary action accurately, the teacher is aware of what is 
happening in the classroom, and (overlappingness), the teacher is able to 
attend to more than one issue at a time. 

Fifteen behaviors which correlate with process questions in the post- 
Pecteare numbers. lo 2s OAs Osi 7e 9s 10, 12s 175 1S, 195 ZO se 2oeandsz3 
which state respectively: the teacher begins speaking when all students 
are paying attention, the teacher stops speaking until all students are 
paying attention, the teacher introduces the lesson with a brief overview, 
the teacher presents the objective that is to be emphasized at the 
beginning of the lesson, a demonstration precedes the children's at- 
tempt to work at the objective, the teacher presents information to pupils 
in a clear and organized manner, the teacher uses a variety of instruc- 
tional techniques adapting instruction to meet learning needs, the teacher 
ensures pupils are actively engaged in learning tasks, the teacher puts 
the objective back in the repertoire with increased understanding at the 


end of the lesson, the teacher directs disciplinary action accurately, the 
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teacher prevents misbehaviors from continuing, (withitness), the 
teacher is aware of what is happening in the classroom, (overlappingness), 


the teacher is able to attend to more than one issue at a time, (warmth), 


the teacher provides evidence of caring and accepting the pupils, and when 


pupils' answers were incorrect, the teacher uses techniques to help 


pupils give improved responses. 


314. 


ray 


_ mon 


atts onan 
-fezeroniqant4eve) Eee: 
.(Avertaw) onbrus Te sleet sie 4 
noi bin’ af tug roid evi naane: Doe gant 
chal of eouptattel: 26e0 Minder att .: 


—_ 


f 
tl 


me 
/ 
ee | : 
a joa 
{ i 
ae <1 
‘oo s VaR 
7. ue eagle Oe 
‘ . 
- 104 Ga 
| nn 7 
p - pier ay « 
i ; _ 8 o~—- ¢€ ae 
t } — 
F : fr Re Ta Weiss @ 
vhLG areas i 
- 
18 = s 
, ™ 


Summary Table of Significant Group Differences 


Between Pre- and Post-Tests 
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APPENDIX M 
(QUESTION 2) CORRELATED BEHAVIORS AND CONTEXTS 
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Appendix M 
(Question 2) Correlated Behaviors and Contexts 


Conners (1978) cites evidence that contextual variables within 
subject areas or lesson modes do not have any pervasive influence upon 
teachers' behaviors. However, Conners did mention the need for further 
investigation in this area. The present study will investigate the 
validity of his theory by comparing the mean scores of the teaching 
behaviors in different music contexts. 

The pre-test scores show variations in their means. Low scores are 
those under 2.5 and high scores are 3.5 or above. The lowest scores found 
in the pre-test results are found in the full-rehearsal and general music 
where a total of three scores for each are below 2.5 (see Table 19 for 
behavior numbers). These behaviors center around the middle of the lesson. 
The highest group of scores is found in sectionals where a total of 18 
scores are 3.5 or above (see Table 19 for behavior numbers). These 
behaviors cluster around the three facets of presenting a lesson and include 
the teaching style behaviors as well. Twenty-one high scores were also 
found in general music (see Table 19 for behavior numbers). 

Post-treatment scores showed substantial increases incall |}-mus 1c -con— 
texts. Significant improvement was especially noted in full-rehearsal and 
general music classes. In the full rehearsal, the number of low scores 
decreased from three to zero, while the number of high scores increased 
from three to nineteen. In sectionals, high score behaviors increased 
from eighteen to twenty-two. In general music, low score behaviors 
decreased from three to zero and high scores increased from six to twenty- 
one. In summary, general music and full-rehearsal displayed the greatest 


number of significant differences, and all of these were positive. 


2439090 dae 2ynhwmatee ‘alain 6 (S. nottes 

' 
shittiw eafdetvev Tradiedngs Jui aonb iy9 estto { 
nog @onRiTIAr subekvidg, \Gne) SvBHE son ie seen 
sensu? sat besn are ne! vif bib 2enno2 » TaVaWOH .eT0tve 
art ofattreayval (Tw vbpte sagas, sit Pihial abit Le 
ontitosed off Fo SaKoae Meade sdf Boivommes xd Geais 2 


i j 


~edepTtHhd oteum snoretrto 
pa esnoo? wold .engeut ‘iets eet zap petty ‘noua aerraae yeaj-9 
bye? eeros2 deawal oi! .eveda 4a e, £946 201092 Apia os a a 
tieut Teena, pnb (genset! bet ay af aut om ettuen testes v 
‘ot Ci ofdey eee) G5 woled os i639 we? eovoge éathy 10; ue 
eoieges st Ja sfbbtn sds doug veiaeeeeetvedad oesdT . 2 ~ "tt 
Rf Yo Triod s dveiw efenottgse wf beg? 2P sssdne Yo quowe $8 
seaiT .feyedaun sofvetet Agi -OT aldol eae) oveds 40 dew 
bufont bite notes) 6. partosesia to 239087 ‘newts att bnwo1e ‘veseul>: 
azté svaw edie Api sno-ywerewT: .fhew de exobvardad: afvie e a 
.(arxadnun vorvertad vo Sf efdet see) otaum tenia t 
“no ofaun (iA nk 2aepeont int teutedue Dewor? eg0p2 Ingmt 6972-209. 
bes fearnsdet-(THFoaF bolton Vil atasdes, egw Jnamavovgntt Sneat Tineke 2 
2attoaz wol to Aadmun SAg , I saveadien ffut ots nl .eezesto Saga 5 
heesarvont gate Agia Yo vedinn ont el irtw cows os seus mort es 
heesorcart avorvanod sT092 Apht 21 8HUT9 392 a .mestantn ekki 
e1olvéred syoce wol ~ataum fewensp ii .ows=\anews ot nosd Ae 9 1907 
“Pree? oF xPe-moxt eneren 297032 fipth bes oter oF soit. mon? bes . 
fesiaety sit bovetoerb racist ryt bas of eum fevensg Cisne 1. 
-avttieoq svow seal? Yo Efe bas -2qataTST Tb eran ins | 


a 
grt 
call 
Le > 
‘a 
a“ 


318% 


In comparing the means of the behaviors in the various music con- 
texts notable pre- and post-test score increase or decrease is defined 
as a variation of .5 or more in the mean. In sectionals (Table 17) mean 
Scores on eighteen behaviors increased seven notably, and nine decreased. 
Only behavior number 8 (i.e., should communicate at pupils' level) showed 
a significant increase. In the full-rehearsal (Table 15), of the 
twenty-seven scores in which increases were noted, seventeen were notable 
(i.e., behavior numbers 3, 4, 5, 7, 8, 9, whOLid fa l2,relisea ie! 51 Gkec7aase, 
21, 25 and 29. In general music (Table 16) of the twenty scores in which 
increases were noted, fifteen were notable (i.e., behavior numbers 1.8, 
MemPendot Gan 9salZ, 1357 1450d 562240235) 26% ande29)n | Oni esiixomeans: in 
general music displayed a decrease. In summary, post-test scores 
indicated improvement in all classes. However, decreases were also noted 
in sectionals (i.e., 12 behaviors in total). Perhaps these behaviors for 
sectionals which involve only a small group of pupils, are not as 
effective as teaching behaviors for larger groups. The effect of the above 
behaviors on the events of the classroom (drill, activities, classroom 


management) and class interactions will be discussed in Chapter VI. 


Summary of Results 
This section discusses the results of the classroom events in each 
music context. 
Rosenshine (1979) found in effective teaching half the available time 
should be devoted to drill. The findings of the present study confirm 
Rosenshine's view that at least half of the available teaching time was spent 


on drill in each music context. Additional findings indicate that in sec- 
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tionals and general music, a quarter of the time is spent on instructional 
activities. 

A difference between the pre- and post-test scores which is con- 
sistent for each music context was the expenditure of less time in class- 
room management. This agrees with Rosenshine (1979), who found favorable 
evidence for the use of direct teaching behaviors. 

The time spent on instructional activities in the post-test in 
sectionals and general music increased, while full-rehearsals decreased. 
This decrease was probably due to the pressures of the advancing concert 
which was scheduled for the next week. However, Group A, in spite of the 
imminent concert, increased the amount of time in instructional activities. 

An important finding is that since the time spent on drill in 
general music increased (by approximately 1/3) there was a decrease in the 
amount of time spent on classroom management. These findings agree with 
Gagne and Briggs (1974) who cite evidence that an increase in the use of 
drill will produce a decrease in the amount of time spent on discipline 


in the classroom. 
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APPENDIX N 
(QUESTION 3) CORRELATED BEHAVIORS AND FEEDBACK EFFECTS 
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Appendix N 
(Question 3) Correlated Behaviors and Feedback Effects 


Group Comparisons 
Comparisons of the means for Groups A, B and C are found in Tables 20 


21 and 22. A summary of the results for the Groups is found in Table 23 


Context Comparisons 
Differences of the means for the music contexts (Sectionals, Full 
Rehearsals, and general music classes) are found in Tables 14, 15 and 16 


A summary of these results is found in Table 19. 


Summary of Group Results 


This summary of the preceding section is in two parts: the analysis 
of the group scores (Table 23) and of the context scores (Table 19). 

The Group A scores for subjects in the pre- and post-tests include 
both significant and general differences. In the scores for this experi- 
mental group, there are eleven significant differences for behavior numbers 
ese we 5. 75-8, 155 185 2 lig veevand co respectively. These behaviors 
include, calling the class to attention, introducing lesson with a brief 
overview, emphasizing the objective, students noting the objective, pre- 
senting information clearly, communicating at pupils' level of comprehen- 
sion, displaying pupils' work and accomplishment, preventing misbehaviors 
from continuing, smoothness, momentum, and empathy. Since the entries 
for each group are relatively small (eight or less), a comparison of high 
scores and low scores was performed. High scores for the behaviors are 
means of 3.5 or above, for the classroom events and interactions are 
scores above the total sample means. Low scores for the behaviors are 


2.5 or below, and for the classroom events and interactions are below the 


total sample mean. 
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In the pre-test, Group A obtained low score ratings on three be- 
haviors and none on the post-test. They also obtained low scores (below 
total sample mean) in the frequency of pre-test process questions which 
became high (above total sample means) in the post-test. High ratings 
(3.5 or above) were attained in Six behaviors in the pre-test and twenty- 
eight in the post test. Not only was the amount of time spent on drill 
and activities above the total Sample means for the pre-test, so was the 
amount of time spent on classroom management for Group A, demonstrating the 
need for higher behavior ratings in discipline. In the post-test, the 
amount of time spent on classroom management fell below the mean, while 
that spent on drill and activities rose. For the pre-test, the frequency 
of product questions was above the total sample mean and in the post-test, 
below. 

The Group B scores for subjects in both the pre- and post-tests re- 
vealed both significant and general differences. A significant difference 
was found in behavior number 2] - smoothness. General differences were 
found in the high and low scores of the behaviors, the classroom events, 
and the interactions. In the pre-test, two behaviors were low (2.5 or 
below) and in the post-test, en The amount of time spent on drill was 
low in both the pre- and post-tests as was the frequency of the pre-test product 
questions. In the post-test however, these product questions were above 
the total sample mean. In the pre-test, seven behaviors were high (3.5 
Or above) as were thirteen in the post-test. The amount of time spent on 
activities and classroom management continued above the total sample mean 


in both the pre- and post-tests. Process question frequencies were above 


the total mean for both the pre- and post-tests. 
Group C scores for the subjects in the pre- and post-tests revealed 


both significant and general differences. Significant differences were 
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found in two behaviors: number 1 - the teacher begins speaking when pupils 
are all paying attention and number 8 - the teacher communicates at 

pupils’ level of comprehension. General differences were found in high or 
low scores in the behaviors, the classroom events, and the interactions. 

In the pre-test, low scores (2.5 or below) were found in three behaviors, 
in the post-test, in one. A low score on process questions (below the 
total sample mean) was noted in both the pre- and post-tests. High ratings 
were found in eleven behaviors in the pre-test and in fourteen in the post- 
test. The amount of time spent on drill, activities and classroom manage- 
ment was notably high (above the total sample mean) for the pre-test 
especially in light of the low scores for drill and activities and high 
scores for classroom management in the post-test. The percentage frequency 


or product questions for both the pre- and post-test was high. 


Summary of Results 


A summary of the differences of mean scores for the music contexts 
is found in Table 19. Since pre- and post-test correlations were not 
analyzed in the different contexts, only general pre- and post-test 
differences for the total sample will be discussed in the following 
section. 

The scores obtained in sectionals for the total sample in both the 
pre- and post-test include differences in the behaviors, the classroom 
events, and the interactions. Two behaviors received a low score in 
the pre-test and two low ratings were given in the post-test. The 
time spent on classroom management and activities was rated as low on the 
pre-test while classroom management and drill were rated as low in the 


post-test. The amount of time spent on drill was high in the pre-test 
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while the time spent on activities was high in the post-test for eee orate: 
Product questions were rated as low in both the pre- and post-test while 
process questions were rated as high in the pre-test, but were low in the 
post-test. 

The scores obtained in the full-rehearsal in both the pre- and post- 
test include differences in the behaviors used, the time spent on classroom 
events, and the frequency of interactions. In the full-rehearsal, three 
behaviors were low in the pre-test while no low ratings were given in the 
post-test. Only three behaviors in the pre-test compared to nineteen in 
the post-test were high. In both the pre- and post-test, the full-rehearsal 
time spent on activities was low, while drill was high. In classroom 
management, a low rating was given in the pre-test as compared to a high in 
the post-test. Process questions were low in both pre- and post-tests, 
while product questions were high. 

The scores obtained in general music in both the pre- and post-tests 
reveal differences in the behaviors used, the time spent on classroom events, 
and the frequency of interactions. Only a few subjects obtained ratings for 
general music whereas all subjects obtained ratings in sectionals and full- 
rehearsals. Of the scores obtained, three behaviors were low in the pre- 
test and none were low in the post-test. Only six behaviors were high 
in the pre-test compared to twenty-one in the post-test. In both the pre- 
and post-tests, the time spent on drill was rated as low in general music 
and high in classroom management. A notable difference existed in 
activities however, since a high score was obtained in the pre-test and 
a low score was obtained in the post-test. The frequency of process and 


product questions was high in both the pre- and post-tests. 
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Appendix 0 


(Question 4) Different Sample Comparisons 


A comparison of the CRT total sample pre-test scores and the research- 
er's experimental groups (Groups A, B and C) pre- and post-test scores are 
found in Tables 24 and 29. Since the thirteen teaching behaviors (#19 - 

31) are believed to be generic in that they apply to teaching across subject 
matter and grade level lines, a comparison is calculated first to ascertain 
if the groups were essentially the same, and second if indeed any 
differences did exist. 

Pre Comparison 

A discussion of the results of both groups pre-test scores follows. 
The results of the pre-test scores indicate only five significant differ- 
ences for all groups. In Group A, behavior number 24 - persuasiveness, 
and behavior number 26 - empathy were significantly low as was behavior 
number 29 - teacher uses praise to reward and encourage students in 
Group B (Table 31). In Group C, behavior number 19 (withitness) - teacher 
is aware of what iS happening in the classroom, and behavior number 22 
(momentum) - teacher's behavior maintains the pace of the lesson, were 
significantly low. In summary, all groups were essentially the same on 


the pre-test. 


Post Comparison 
A discussion of the results of the pre-test scores for the total 


CRT sample and the post-test for the researcher's experimental sample 
follows. 

The CRT sample pre-test and the experimental post-test contain a 
number of significant differences. It is important, at this time, to 
notice the differences in which the experimental groups were affected by 


the treatment. In the comparison of pre- and post-scores on the 13 
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behaviors, Group A improved Substantially on nearly every item. mee 
paring pre-test and post-test scores, Group B behaviors rated lower on 
every item except behavior number 25 - warmth, and behavior number 29 - 
teacher uses praise to reward pupils' work, while Group C's behavior 
essentially did not change except for behavior number 22 - momentum. 

In comparing the total CRT sample pre-test with the Group A post- 
test scores, all behaviors improved except behavior number 28 - teacher's 
use Of Sustaining questions, which was rated lower. In the twelve 
behaviors that improved, there were four significant differences. In 
Group B, all the behaviors except one score were rated lower than the CRT 
total sample pre-test. Six significant differences in the comparison 
were lower. In Group C, all the behaviors were rated below the CRT total 
sample mean except behavior number 30, teacher's use of mild criticism 
On occasion to communicate expectations to pupils, which was significantly 
higher. There was one significant difference which was lower in behavior 
number 20 (overlappingness), the teacher was able to attend to more than 


one issue at a time. 


Summary of Results 
In summary, although Group A improved substantially on nearly all 
behaviors because of the smallness of the sample, only five of these 
behaviors were significant. Group B's performance declined on most 
behaviors and six of these significant differences were notably lower. 
Group C remained essentially unchanged. However, when compared to the 
CRT total sample pre-test, nearly all Group C scores were below the CRT 


mean except for one behavior which was significantly higher and one that 


was significantly lower. 
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Appendix P 


Instructional Behavior Evaluation 


instruction characteristics: 


High 


1 Principles 

2 Clarity 

3 Usefulness 

-4 Interest Level 
5 
6 


— i ed OO CO 


Work Load 
Effectiveness of music instruction 
structure 
1.7 Fairness of Grading ] 


2.0 On the whole, how much do you think you learned in 


as) 


Zee 


a. A great deal 
b. A moderate amount 

c. Not very much 

d. Generally, a waste of time 


On the whole, how much do you think you learned in 
sessions? (If applicable). 


A great deal 

A moderate amount 

Not very much 

Generally, a waste of time 


(a\s(Q) ter ts!) 


On the whole, how much do you think you learned in the actual 


teaching of a music lesson? 


A great deal 

A moderate amount 

Not very much 

Generally, a waste of time 
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Directions: In questions one (1) through four (4), please circle an 
appropriate response for each item. 
1. To what extent did the lecture lessons embody or reflect music 


the lectures? 


the practise 


Planning Instruction: Rate the effectiveness of the instructional 


behaviors in assisting you in the following areas: 


High 
3.1 Selecting and specifying goals, 
aims and objectives ez 
3.2 Selecting instructional strategies lo 
3.3 Organization of classroom discipline Ie he 


3.4 Selecting and developing materials 
and activities ] 
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3. Continued: 


3.5 Collaborating with others in 


planning 


3.6 Developing procedures and routines 
3.7 Evaluating instruction or 


4. Conducting and Implementing Instruction: 


instructional design 


] 


2 


3 
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Low 


4 
4 
S 


Rate the effectiveness of 


the instructional behaviors in assisting you with the following areas: 


4. 
4. 
4. 


4 


4.5 
4.6 
4.7 
4.8 


] 
g 
S 


4 


Structuring/establishing rapport/ 
providing atmosphere 
Motivating/reinforcing students: 
providing feedback 

Conducting discussion/small group 
activities 

Individualizing instruction/con- 
ducting individual activities 
Presenting information/giving directions 
Utilizing deductive, inductive thinking 
or problem solving 

Questioning and responding 

Utilizing audio-visual equipment and 
aids 


] 
1 


Z 


3 


4 
4 


5 


5. Describe what you feel to be the strong points of the instructional 
behaviors based on your experience. 


behaviors based on your experience. 


7. List some suggestions for improvement. 


8.1 Excellent 
8.2 Good 
S23 rain 
8.4 Poor 
(Select one of the above). 


All things considered, the instructional behaviors. were: 


Describe what you feel to be the principal weaknesses of the instructional 
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Appendix Q 


Background Questionnaire 


Name: OKC) ohliee 
Last Name Given Names 
University Address: Phone: 
Home Address: Phone: 
University Program This Year University Music Courses Completed 
Ie 
Ce 
os 
4, 
of 


Place a circle around each high school grade in which you were enrolled in 
music. 


/ 8 9 10 1] Ie 


Subject Length of Study Teacher's Name 


ee a eee 
ee ee 


Pee ee a eee 


What Music Examinations (e.g. Western Board) have you passed? 


Subject Institution Grade Level 


Deore cette a 


Meee Se ee Ee eee 


Are you self-taught on any musical instrument not mentioned above? Explain. 


Bee ie ee ee ee 


Describe your experience as a performer, director, or teacher in school, 
church, or elsewhere. 
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